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The papers in this collection report on various aspects of the

project; "Teachers' Views of Educatioh. Policies and Teaching;" The

project is a.stuOy of the.effects of educational policiesUpen Class-

-
room teaching. The background of the projecZ is a set of intensive

interviews of 43 randomly=seleCted teachers in three diverse school

districts; The knowledge derived from these interviews has been com-

bihed With knowledge derived from the literature and itheWledge about

educational policieS. The result, we hope; will help to illuminate th4

potential for and limits Of reforming classroom teaching through educa-

tional policymaking. The papers collected in this volume have been or

Will be published in various education journals and magzites

Arthur E. Wise
Linda Darling-Hammond
January 16; 19J34
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School systems serious about teacher quality
must shun remote control and treat teachers
as professionals;

LINDA DAM 1NC.-akNINIOND AND ARTHUR E. Wist;

tandards is education's newest
buzzword_ fligher standards for
teachers :ire at the b p of nearly

everyone's [dorm hst. and proposals for
toughening up .the teaching corps fix
about like dandelion seeds in die. wind.
I.e.:cher competency tests :plcl nicrit.pay
arc two of the More popular panaceas.
:lids oh yes; higher salaries t sotto voce,
if you pleasel7would be a nicegestine if
policvmakers are so !Relined.

The testing and merit pay proposals.
like most nforni proposals. have sonic
merit and several drawback ;. Some pro-
ponents sae they will professionalize
teaching. Iii certain Mean-4166ns. each
of them in fact might hardier lk-prorcs-
sionalize teaching. Neither of them, as
popularly proposed. addresses a serious
problem for teacher protcssionalism
the current working emiditior is of teach-
ers. iditch,, along with low salaries. are
an obstacle to the rotention of highly
qualified teachers. In this arrrele-, we
reUnrerpOSt some suggestians for MI-
1.-ro mg teacher quality based on profes-

teaching. .
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Good Teachers: flow They Come
mid_ Go
Higher salaries. according to econo
ousts, arc the most cpedient way to
attract better qualified people to any
profession. In the case o! teachers we see
110 re Son 10 depart from hporne-

When a second,yeai teacher in one
of the nations wealthiest. nun; educa-
tion-minded communities makes less
money than a second-Year sales clerk in

reform is urgent 11.:CS. 1984. Given
the growing _spot shortages of teachers.
expected to become much wore MO
the next fif.f i:11T.', failure to increase
teachers salaries will inevitably lead to a
decrease in the minlity of incoming.
teachers. .- 4

States and .school listricw.liae rr-
SpOnded to current shortages largely in
ways that undermine th:c. cmality of in-

struction for sti.iclents: 1)5' issumg emer-

gency certificates. assigning teachers to
teach courses outside their areas of certi-
fication. Increasing class sizes. or chin-

inatnig courses altogether Lk:-NC IT..

I 9S .3.1. Few have raised salaries to attract
more talented people to the profession.

At the same time: in the mastic of

raising standards for teachers. a number
of states have induced more serious
shortage: by requiring competency tests
for tcache certificatiou. Competency
testing in- .serious states has reduced the
supPh.2,.if teaches from lit to 50 perceiit
in different years (Foch. 19S3: SUR,
19791. hliough these tests are meant to
screen out incompetent teachers. stud-
ies have not found any !consistent rela-

tionship between scores on teacher

compctency tests and measuresid teach.
Cr perfonnance in the classroom i.ksers

and Qualls. 1979: Andrew's. Blacktron.
and Nlackey.. 1970: Quirk and others.

Linda Ddriinti-Ilanuitood is Social Sci.:

elitist. Att;tto E. f.'ise is :5cittbdr

Social Scicrilist, both .t.i:it the lgc,r;
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1973).'Fhis should not be too surprising erroneous assumption.. considering the
since tire: act of test-taking. is different evaluation practices that exist in most
from the act of teaching. Further. inane school districts in this country. Its quite
of the 'test questions on the National easy to say that .we ought hr Est rid of bad
Teacher x.truination.. for example; teachers; _reward good teachers; and
have nothing to do_ with knowledge _ot evaluate_ all teachers earoulls._13ut we
subject matter -and little to do %Oh the otter tail to recogni/e the hash financial
application of pedagogical principles to cost that is anvolycd in perf,inuing this
diverse classroom ,thiations. function adequately. lime is a long-

Most Important, while the tests pro-_ standing tradition in Amenean public
duce s.hort ages that result in suboptimal education that evaluation consists of the
instruction for students. thee provide no Principal standing in tire back of the
incentive for butter qualifiedor even classroom for ten minutes checking off a
better scoringpeopie to enter and rc- list: An administrator .earmat claim to
main in the teaching profession. have au_adequate assessnint ofa teach-

er's performance based on only_ a few
Misconceptions About_ Merit Pay minutes or, in some eases, no obscrya-
Meritpdy is a concept that, having been hon annually. The time required for
abandoned, by most school districts that adequate observation and doeumenta-
tried it in the 1920s and 1950s. is again titan of every teacher's perfonnance
proposed as a means for rewarding good whether by administrators or peers
teachers and inspiring them to stav in requites substantial resources on top of
teaching. Yet it has the potential to the additional .resources needed to -pay
lower tetieher unirale and decrease pub- teachers for their =Motions perform-
lie confidence in education while de- :ince,
professionalizing teaching., The combined resources needed to

First; merit pay ;is a reward or bonus thoroughly evaluate all teachers and
given he administrators to a small group give bonuses to a few must come from
of selectedicatheis is not a professional either the instructional program or the
'concept. It is a factory model concept: salaries of the other unrewarded teach-

gcCa the ors. -This Will neither increase the
back ,from the suncrOsor. It is not clear chances of retaining the adequate.
how such a conception of moat pay. good. and nearly outstanding teachers
which excludes many hard-working nor _improve the - conditions under
teachers on vet undefined grounds._ can which teaching and learning occur fin
professionali/e or inspire the ti2aching most students.
force to a higher level otquality Finally. perhaps the most fatal flaw

in addition; this.eonception of merit associated withanerit pay Is that parents.
pri assumes the existence of 2flod Med- 1611 perceive that sonny teachers are
surcments of teacher perfonnance--an meritorious while others arc not. To 81Jdr,":1"v
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Te(.I1iI)g Prolti)n
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that Iiin Iiat can be taught aii Ii

hiddci ndcr t]it ljiicr nI ititrit is
0 Po1ici tli crctc papers ()rk jui

the iitci ttiJicr curiccpt. I liccr.
divert tcachcr' energies trom tcacii'ig

ua.tcr L;c11'r. teacher lcidcs. (It (11f- ' 1cachin. work

1cicticd d tc' ;irc vjrzoulv hi our studics of teaclicr cvaluatiuu o Policies that de-profcsin3li,e

cjflcil. nc hOt merit pay rccipdnts. that use pccr rcvicv or pccr teaching by t'xcluding eachcrc ndj

A11()t!gh ,( 'rii.. turrL iiiatcr tcachcr rc- ssst;ince. t iiic aho tti11d that it ;
inent about \!iit c()ustItutes t)prthe

cei-c 1LII 'JI.H ' li1crc!1ct, these arc possil)lc \ Ith both. t(Jchcr uid naua- tcaChil)g ud learning stcii is

ill recctIiti(HI Ot their a'JditinaJ IC- 7111'flt support to (1eI1t.iV. a'.ist. aiid. it
nistic teacher cv;ivation Dr!ctIccs. uni-

sponsiltilitics. lvptcallv. they have necessary. remove front the clasroorn diinciisionah student piaceiflelit nd

some rcpuLhlohtv hir snper icing be- ilmsc teachers who are truly inadeuuak-. promotion policies, and hure;nicratic

gamin; teachcs. or stipervisin or aS- \\hien this cohlaboritisc approaco is decisions about program deigii

sistitig their peers. tor ctirricuhuiii nerd- used. the teichicrs 0IJiil/ttiJfl typical- Poicics tliit presc nbc the ctirricutiiiii

opinetit. and so uti. I he pay iiterement lv does riot initiate gric anccs about in detailed and specific svavs. that- ciii-

is incidental to the teachers role as tin cv;ihuatioii FOCCSSCS or outcoitics. Eviu- phasiic tsti:ig arid rccordkccpii;g. arid

experienced practitroner capable of (IC- uattoii results can be used for deciciori that establish decision-making proce-

fiutiiig and tr,iiisiiiittirt a standard of inakin when union representatives are dures far front the clascroorti kvet ue

practice. The tithe constitutes a jiid- invoIced in die entirc process to protect remote control itiethocis tot gos erniiii

rocot hr oIlu, tcuc/wrs that lie or she lus (toe process rirlits while iiiaster tachcrs education \Vise. l97Q Shiuhin.iii.

already achieved that statidaid of piac- provide intciiszve assistance. hue result 19S3). Reroute control education ic-

ticc- arid is capable ot carrying out the I inure realistic, less contentious es alu- uroves the discretion of the chosrooiii

designated functions. ãtion coupled ith increased teacher teacher and requires that teaching tune

Jniportantiv. nii.ister teachers do not control over tkc nicnubcrsliip and con- be used Üir testing and recordkcepiri to

become ,ndniiniktratcirs. hi soiir iii- tent of the profession. supply data to pohicvrnakcrs. standard-

stances, the arc released Imiii class-' icachier input is Lpgelv nulissinig &oiii tied testing, the cornerstone of this an-

room duties tar a rear or two and Uicr coriipcwricv testing plans aitci trout proachi, results in standardized teach-

return to the classroom. in they exercise rnaiiv merit pay proposals A number of ing. and iii frustrated teachers.

their tidditioti.iI responsibilities part the relorriis that have been designed to l'echiers who teach iii remote Cmii-

time, so that they UlsO rein lain chass,uiinij upgrade standards for both sttideiits arid troh school s tcrns coiiiphiiii that the'

teachers. 'huts intealis that coriipclerzt teachers consist of standards applied to cannot involve their students iii writir ig

people continue t teach stuilciuts in- teachers rather than by teaclers. 'hhte projects or in cLissrooiia discussions tin

dcfiuiii sdi-.it ciistflüt iñkicstiii ideas. They feel thes hasro

toriotis classroom perfuriniaiice hr be- good teaching consteiit anid_ ijiethiods li_is tiiiu' fi;r activities that arc uot geanemi

coming tidniiniistrators. It also nieans increasingly been ssrested fraiii teachers toward discrete cognitive skills that u ill

that a starniard of protcssiniial teachiiiig and is instead conducted hr pc)hicsnitak- be tested on rnuihtipbc-chcikc tests u'cd

practice is defi ied with iia die tvk'.ioni ers. 'Ihic result is a Luicaucratic Coticep- tot promotion purposes. tracking pui-

b' those cicctd hr the tenclier cailre to tioni of teaching rcticetcd in policies hi it poses. o accountability purpo

reprc'.etit tb_it standard,
prescribe dtreatioiijl processes and out- ] 'eachiers coniplauni ti iat they have hccn

This is particularly inniportanit IU the comes to be inlipk'inend by teacher- limited in the choice of maeria!s tlies

practice vi teacher evaluation. \Vhien bureaucrats. can u.setliit they arc hiiiiitcd. toI e\-

teachers pat ricipatc inn the evahun.itiou (if

ample, to a sninizie basal reader nict

other teachers. as tIter do iii sonic dis- Counterproductive Policies doesn't itneet the needs of all of their

tricts. we find h,it the qinilits and 1ii our ctud of how ednnentioniah policies children. l'ltes' cannot pursue topics it

intensity of imnervisii)it can irietease hiVt aticetcd cLissnoonti idc_ s'e Iiase tire r'iiildrenis iiitctcst because thes .iic

(hrantaticaihv. I 'utettered 1w canipct- tumid that die more drsnhed ,iuu pie- supposed to lie nit a p.irtienilar pact: till .1

ii
aJenrnsr,inisc ncipoitsjhilities, ,iiid scñive the policies are, tli&' more particular dat' or the'; ,ire 51ipucd to

armed ssth c'.pert kntss lcde aiid expe- teachers tend to tie1 constrained iii achuicse cett.iiii ohiectises hr the cmii

rieniec at tin-jr craile lesci or sbjcct nnicetijig ss hat t/ic' perceise to he the tine cLissrooiui period. hue [ccl oii'

area, lji:hilv qnahitieil eAchi'.'r' cant isist needs of thctr students hio.se who feel strained iii their ,ilmiiitv tnt uicct ttht it

ntliir ii cuticrete s ass tli.ut iniipro\e uiii,iblc to exercise their 1irnkssuimijl titer see as the needs and interests t



tigxchildien. I hey feel rovlithil
of then p.....iclon4

Ncarly half of the -r; te.ichcrs we talked
ft) cYooki teachini: if
ratinnaliiatiroi aud ot

v.cie to continue.
1

In the race 431 onslints.,,ht of
prcpus.rls frr raising cduc,:tional
lards. these comments point to \owe
1inportant lessons. .1 hey not

1hat ils and hiL.di .taihiarck is ,

:ounterpr, tix e.

towl:ver. that how (Me (..A,, to imp:int..
1eaeliiiii.t; is as important or ex en more
linport:Ilit than . hat the zoals and staii-
:lards ate.. to kJ-proof an-
Rioaclies for 11 instruction and

elabi,iate -..1cct.iiinakility. 1

;ytenis may ciintiol tn Ica ,,t competent
Jr (1011111tittC(1 te.1C111. 111:1V ak() 1

!iave the cf:(.t dr, \ nig the itloru
:ottipilent :and timituttcd teachers out

teachiri. 1

_ The solutiutis src mitt ig ink for are
prot,,n,11.311/e the practice of

vac:111112, mid that wake cihication milli:
:tentlyattractk e, intianci:illy and prcies-

sioualh, to tett-tilt and retain talented
people as teachers. These solution; tall
require a more serious investment than
we have heretolort7 made in teacher
recruitment: through _student aid and
higher salario: teacher preparation.
throngh more intense and Ina( nee-ori-
ented teacher education: and teacher
retention. throur4h improved material
iiid pioressiurial working conditions.

e be able to:lb:m(16u remote
control accountability schemes so that
teaciicts can attend to the education cf
MIT young people :`
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'BEYOND STANDARDIZATION: STATE STANDARDS

AND SCHOOL r'113ROVEMENT

Arthur E. Wise and Linda Darling-Hammond'

;lune 1983.



-State policies intended to improVe edUeatiOn generally try either

to set educational standards or to shape the educational process. While

states also seek to improve education through the allocation of funds,

in recent years they have placed more emphasis on regulation--setting

standards in the fops.: of tests to be passed or educational procedures to

be followed; Some policies are targeted on.stutir,s; others on

teachers. The policies, of course, also affect .cols, schodl systems,

and, in certain eases; schools of education. In ttlis paper, however, we

focus on how policies affect the teacher-learner relationship as it

occurs in classrooms;

PolicieS intended to affect teaching and learning may seek to

influence the goals, processes 'or outcomes of 'education; In so doing,

pblitymakers must make choices about who will enforce a law, how

specific its guidance Will be, and what penalties will accompany non-

compliance. They must imagine what the direct and indirect consequences

of alternative decisions will be; Is compliance technically feasible?

Will compliance lead to attainment of desired goals? Will otner

-unintended effects occur? Will non-compliance be widespread?

When they seek to influence what goes on classrooms, state

policymakers must also consider how their policies will be transmitted

over the long distance from the state capitol to the local classroom;

Laws, by their nature, must be general, uniformly applicablei and

enfofeoable from a distance. Ip order to reach teachers or students,

the laws must depend on specified procedures for implementing and

monitoring policy intentions; These procedures are enforced by a

bureaucrat:if.) chain tnat extends from the state's center of bureaucratic

authority to teachers who implement the state's in the classroom.

10

6



Bureaucratic itpletentation of polielei can work under certain

Circumstances that satisfy the assumptions of, the bureaucratic model:

1. Whet the relationship between policy means and encs is

appropriate--i.e., when the ends are attainable given the

means, or when the means are reasonable given the ends.;

2. Whbn procedves designed to ensure conformity to norms are

appropriate-.-i.e., When Conformity :can actually be achieved if

the progbdures are followed and When the procedures are

theMSelVeS, technically and politically feasible; and

3; When organizations operate rationally--i.e., when they can

establish consensual goals, plan and coordinate activities to

meet those goals, and ensure that the activities are carried

out 'as intended.[1]

The first two conditions are prerequisites for effective policy

Policymakers must know that a clear relationship exists between

means and ends; they must know that the procedures specified wili ensure

conformitr to the norms implicit in the policies. The third condition

is a prerequisite for effective policy implementation. Policies can

only be implemented it an organization has the capacity to control the

political and technical aspects of its work. The organizatiOn must be

able to define clear=eUt goals that are politically acceptable and

manage the technical work process according to elearly=specified

procedures that ensure desired outcomes;

[1] Arthur E. Wise, LegislatqA Learning; Berkeley: University of.

California Press, 1979.
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Educational policymaking at the state level is particularly

problematie.when it seeks to iMprOVO the quality of schoolingty

pre:-.1oribing goals; processes, or outcomes related to the "production" of

teaching or learning. This is because quite often the relation-betWeen

educational means and ends is unknown; -and the proecZdures for ensuring

conformity to norms are politically or technically difficult te:Onforce;

Educational policymaking is also problematic because school

organizations do not always conform to the rationalistic model of

organizations; They do net aIways have consensus on goals, values, and

norms, and they cannot always specify techniques that will result in

desired outcomes;

In Wort, schools 4o not operate as model bUreaucradieS beCaUSe the

nature of teaching and learning work is not sufriciently technocratic,

nor the nature of schooling sufriciently apolitical, to allow them to do

SO. This means tnat state policymaking about educational produCtivity

matters must take into account important questiong of implementation;

Policymakers must understand how general, unicorn policies based on

partial knowiedge Of ends, means, and norms will wend their way down to

the classroom in dirferent schtiel'diStrieta.

In this paper we examine teachers' views of actual or proposed

State policies intended to influence teaching and learning; We focus.

_

sp ciricaliy on standardaetting as implemented through testing

me5)3=dhisms;: Because tests are increasingly the measure of goal

attainment; it is important to understand how both the policy goals and

these implementation tools affect teachers and students: With respect

to students; we examine test-based standards as well as test -based
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instructional processes. With respect to,teachers, we examine test-

based standards for entry and retention in the profession.

We begin with the as umption that state policies, if they are to

actually affect or improve education, must be mediated by teachers.

Thus, At is important to know how tbachers react to these policies and

what they perceive as the effects of the policies. How they perceive

the policies will affect how they respond to efforts-to implement the

policies; How teachers perceive the effeett of policies is one major

source of data whIch, properly analyzed, can prOvide insights into

policy design and r6design. .Some data employed in this report are drawn

from the authors' ongoing study of the Conditions of Teaching Work.

The data are drawn from in-depth interviews with a sample' of 43

randomly selected teachers from three large school districts in the

Middle Atlantic states. The major purpose of the study s to gain

in-depth understanding of teachers' responses to policies that shape the

conditions of their work. Thus, the sample is necessarily small and

drawn from an even smaller number of districts so that district and

State contexts can be better understood;

STANDARDS. FOR STUDENTS

Policies that set standards for students may take several forms.

They may prescribe course requirements; they may specify learning

sequences through which all students must pass; or they may establish

outcomes levels that an students must achieve. In concrete tams;

these policies may take the form of general or highly specific

curriculum guides, broad outcome goals or particular tests that must be

passed.
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Standards directed at students are, of course, intended to

influence the actions of teachers; Standard-setting is a means for

rationalizing teadhing by defining goals, methods for reaching the

goals, and/or means for eValtatitg whether the goals have been achieved.

Broadly speaking; standards are intended to improve the quality of

education by focusing the attention of teachers andjstl:dents or.

particular types of learning; Certain types of Standards may focus

attention on the required measurement tools rather than the'policy's

broad goals.

The effects of standard-setting policies on classroom teaching

depend on how specifically the policies prescribe outcome measures; and

on how relevant the measures are to the teaching context - -the particular

students, subject areai and school environment Within which teachers

operate. Teaohert, responses to standards depend upon the degree to

which the policies impose constraints on their ability to meet what they

perceive t ,be the needs of their students. Their observations reveal a

view of edheational standards that is in some ways antithetical to the

policymaking framework. The common meaning of a standard is that it

provides a single, uniform measure of something. However, teachers'

views of standards often depend on how multidimensional or flexible they

perceive the standards to be.

Shulman addresses this seeming paradox in his discussion of the

tensions between teaching and policy:-

Why is the juxtaposition of tteaChing' and 'poll;:yi the

statement of a problem? We are wont to think of teaching as_a:

highly clinical, artful, individual act. Since instruction 'is

interactive, With_teachers' actions predicatedon pupil
responses or CifticUities. it appears ludicrous in principle



to issue directives regarding how teachers are to_ perrorb.

. Teaching is the very prototype of the idiographicj

indiVidUali clinical enterprise; Policy connotes the remotei

nomothetici and tinrc.tponsive.[2]

His theoretical analysis is borne out by teachers' actual responses to

educational policies. Their observations about the efrects of test=

based standards for students are most negative when their experience or

expectations suggest inflexible application of policy tools; While many

teachers support the establishment of generalized standards for

studentsi they see dyefunctiozial consequences in the implementation of '

highly specified unirorm approaches to teaching and learning. Below. we

examine teachers' responses to three types of standards: minimum

competency testingi standardized testing used for decisionmaking about

studentsi and competency-based approaches to teaching and learning.. /

Minimum

In the late 1970$; the leading state education policy initiative

was minimum competency testing (MCT). MCT is a device for conditioning

student promotion or graduation on test achievement. In a 1979 survey

of over 1,700 teachers conducted by the National Education Associationi

only 14 percent of the teachers polled favored the use of standardized

test scores for determining student promotions. In the three State8 in

which our three districts are located; 'minimum competency testing had

been proposed and trial-testedi but not yet used to deny promotion or

high School_graduation to_students. Nonethelessi-teacherS had had

opportunity to reflect on its significance for then and to begin to

Lei Shultain; "Attenory and Obligation" in Lee Shuhzan and Cary

Sykes (eds), Handbodk Of- Teti-chi-4z and Policy'. NY: Longman; 1983, p.

488;



o rient to it. In our sample, 30 percent of the teachers favored MCT, 25

percent favored it with qualifications, and 45 percent opposed it.

Those who favor MCT do so because it establishes a -clear standard

p' aces the onus for reaching it on the student.

I think it is good because this takes sote of the
1448ponsibilitY and places it on the student. The student

knows that he is not going to /save time:to come to school and

clown and act up it he is going to be prepared to take that

test.
C.

I think it'sa good idea in a sense; I--fhink it's goon to set

some standards for all students to meet.

Some teachers gave.; the idea of MCT support, but conaitioned their

support on hOW MCT would actually operate; One teacher thought it would

be beneficial ir it operated in a sophisticated way:

I see a lot of general value in it, if it is a fairly
sophisticated program witn a lot of variables built in otner
than specific achievement on one_test. I would like very much

to see some work experience involved in a graduation
requirement; I would like to see special_ projects being
conducted under tne supervision of a good teacher ana let -that

be part of the requirement for graduation- -not specifically a

test score) but a- broad range of things required before yOu

can say that you have been graduated from high school

For this teacher and many others, the appeal of MCT is that it

establishes a stanaard. However, the standard is a broad set of

requirements rather than a single test score. Other teachers conaition

their support on expectations that may be unrealistic:

I can live with it. I don't think it determines tne true

quality of-education) per se. it is always at a minimal level

and it shows' you where your greatest weaknesses are. _[I can
,

supportuit]las lcng as it doesn't pst a rigidity in tht
curriculum tecauee that is where the problem occurs. It if

reqUiPeS ydu to stop and teach something that is not part of



your normal curriculum design or your objectives, that would

be the negative side.

This teacher favors MCT on the condition that it not interfere with the

curriculum.

Those who oppose MCT do so for a variety of reasons:

I really hate to see a student's passing or not passing based

on one test.

It's not as objective as it seems to be. It really depenas on

the child. A child . . . may just not be able to store well

on this test b:cause of things that are happening in their

personal ire, but maybe they know [the material]. I don't

think that can be the entire evaluation.

I can see some students never passing each year and having a

15-year7old maybe in third grade. Wouldn't that be kind of

devastating on society?

I don't think it's good. If you take this school district and

compare it with district X or district Y, you don't have the

same standards. Maybe you have_the same_materials, [but] you

might.not have as much extra help; you might not have as many .

activities or varied things for [students] to be associated

with I can't see how a state . . can have a etandardited

test that is goitg to take into account all the individual .

differences they have in_each_district.Each district has

different budgetsi each district has difterent area managers

or administrators. I just don't-see how they can come up with

a valid test to pass state wide for something like promotion;

I really don't.agree with that.

would be opposed to it unless it_was a very, very basic kind

Of thing._. ; 'I wouldrather.see it be :Under tte leadership

Of .triall.er group where tney know their schools==a county

rather than a state;

17



I don't think they are all that efrective or necessary. I

think one of the difriculties is that you get into teaching

for the test rather than accomplishing the same objective
through other means.

Teachers' various objections to statewide minimum competency testing are

based on a vacw that a single, uniform measure cannot adequately allow

for the.diferences instudent responses or abilities, nor can it take

into account the variations in local resources and goals that exist in

education. They do ncit want a standardized measure of the

nonstandardization tnat results from local control of the schools. Some

fear that beeatte the connection between the test and what it seekS to

measure is tenuous, the means will sUbStittte for tne ends: the test

will serve as the goal of instruction rather than as a measure of

instruction or learning.

The expectation that measures will become goals is well-founded.

As we discuss below, standardized tests used in otner contexts had

important efrects on teaching, particularly if they are used to guide

decisionmaking about students or teaching.

Standardized- Testing

Even teachers who have not yet had direct experience with minimui

competency testing have- lad experience with otner types of standardized

testing. While standardized testing is not a discrete state policy,

state accountability and evaluation requirements have caused increased

use of standardized tests for making* decisions about student placement

and inatruction. Standardized testing has been a powerruI force shaping

Iife in the classroom. In our sample, 60 percent of the teachers report

that this increased emphasis has afrected their teaching. More
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significantly, when teachers Were aaked whether standardized testing

affected other teachers, 95 percent report that standardized testing has

had an effect. Thus, teachers perceive that the increased emphasis on

standardized testing haS affected the way they or their colleagues

operate.

Our content analysis of the interview responses revealed that

offect6 fell into five categories: altered curriculum emphasis;

-
teaching students how to take test' teaching students for the test

(specific preparation for the test); having less tim to teach; and

feeling. under pressure. The most common effect reported by teachers

about their owfi behavior was that they altered their curriculum

emphasis. Some viewed this:change positively and otners not. The-Zest

common effectS reported about the behavior of their colleagues was that

they taught for the test and felt pressured.

SeMe teachers value the:increased emphasis upon standardited

testing because it creates standards, expectations, and pressure. It

causes them to change what they do in class in a direction they regard

as valuable.

In the areas where these tests are given, I feel it puts
pressure on the teachers and I see it as a potitiVe type of

thing, good pressure, to teach and cover specific areas anti to

gOt that information across rather than waste their_time on

What they happen to feel is important; I feel that there is a
certain body of knowledge that kids should leave school' with,
and that standardized tests, if they're written properly,
ensure that teachers are going to teach that particular body
of knowledge because trey don't want to see all -the kids fail

in it;

We go over those results very thoroughly in faculty meetings
and look at all the areas that are either unaer expectancy for

their IQ's or that are really lower than what we would expect,

so that then we can give a little more emphasis to those.



areas. Like one year capitalization and punctuation was
extremely low and whether or not we had just missed it that

year or what or whether it was just the kids that year, we do

go back over the results and take a good _look at them ana see

what happened. So, it might af'f'ect what we would do in the

future more than what we have done in the past.

Thus, for some teachers, standardized tests are a means for ensuring

that a body of knowledge is covered in the curriculum. In a broad

sense, the use'of tests helps them orient their iris Action to important

topes that might otherwise receive insufricient emphasis.

Mere typically, however; teachers report that the use of testing as

a management control devide causes a narrowing of the curriculum._ When

tests are used as measures of teaching effectiveness or as indices of

student competence, incentives are created for teaching the precise

content appearing on the test rather than the educational concepts

underlying the test; Some report that the emphasis on standardited

testing causes them to teach tested knowledge at the expense of untested

--
knowledge and to teach skillS as they are to be tested rather than as

they are used in the real world;

I spend more time testing rather than teaching. It has

eliminated time to do some of what a lot ofteacher8feel are

frills. I do les8 science. I have always been very strong on

science -but you have got to meet the standards of thote tests

batidally in math; reading and language arts.

We've been more or less pressured from the top down,_starting
with the superintendent and supervisors and principals.
ThePefere_you teach to the test; You need to teach format of
tests se that they understand_the kind of test that they are

Ong to take. You teach similar types of problems that they

are going to be faced-with. There usually is a difrerence

between the way it is taught in the classroom and the way it's

tested on the test; For instance, in spelling you taught

to bpeli a -.40rd correctly. The to I:, a proofreading test.

You find the word that is spelled wrong, or you look at a
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group of words and indicate that there are none wrong. This

is not the normal way of teaching in my classrocm anyway, nor

most others either. When you're talking about spelling it's a
difficult thing tecause it you take the standardized tests you

don't have someone giving a word for them to spell correctly.

They've got to pick it out.

_

I've chanced my teaching . . I do not use as many

essay tests as I did before, because I try to give them things

which they_are apt to meet on standardized tests. I feel that

it is hurting the children, rather ,tnan helping them because

they don't have to write their own nentences;

For these teachers, the need to ensure that their students perform well

on the tests has meant de-emphasizing other important types of learning.

One reports that she canna Spend time teaching science; another reports'

that she cannot spend time teaching writing Skills; a third reports that

she must teach proofreading r;1her than spelling,.

It is worth noting that while teachers report these changes in the

curriculum; the National Assessment of Educational Progress (NAEP) tests

have foUnd increases in students' basic reading and mathematics scores

counterbalanced by decline-a in Science; writing; mathematical problem-

Salving and analytical reading.[2] knindber of experts blame the

,emphaSiS on basic skills testing for these declindS, noting that "a

single-minded dedieatien to one goal-high scores on tests of minimal

skillsn[3] has changed what schools and teachers emphasize; "What can

[2] Nati-6nel .Anstssment_of Educational Progress, Reading, Thinking

and Writin7 Re-SUltS f4"-o the 1079-80 NatlonnlAssessment 9_11 Resdi-ng

and Literature. Denvet.: NAEP; 1981; National Assessment of Educational

Progress; Cimnas in MathematiOal Aehienient, 197-iE18; Deriver: NAEP,

1_979; National Research Council, Me State t), fie' col

Washington,: D.C.: Commission on Human ResoureeSi 1979.

[3] "Eperta Link_Low Test Scores to Beek-to 7Basies," Edu ataon

Daily, October 24, 19790 p. 2.
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be most easily tested and taught are now the teaching objectives in many

schools, " observed the National Council of Teachers of Matnematics

president in hearings before the House Subcommittee on Elementary,

Secondary, and Vocational_education.[4]

A recent Commerce Department study from the Office of Productivity,,-,_

Technology, and Innovation goes further in claiming that innovation and

creativity are being .quoIched by the basic educational philosophy"

which is better "at preserving convention than sparking invention,

developing logical than conventional thinking, promoting risk aversion

rather than acceptance of change."[5] Learning theorist8 haVt.likewise

claimed that teaching children to produce correct answers on basic tests

of reading and aritnmetic skills does not teach them to read or solve

Problems analytically. Indeed, some arexe,persuasively thatqest=bated

instructional strategies are'counterproductive to the acquisition of

practical-knowiedge;[6]

Many teachers observe that when they are pressured to teach -to=

the-testi scores in the tested areas increase, but_otner types of
t-

learning suffer. The more tightly tests are coupled to instruction, the

more teachers resist the use of tests. Tight coupling of tests and

teaching can occur either because of pressures to ensure that students

[4] Ibid.
[5] Ofrice of Productivity, Technologyand Innovation, tearhin

Environments 0 Washington, D.C.: U.S. Department of

Commerce, 1980, pp. 23-24.
[6] See, for example, Anne M. BUSSit, "Burn it at the Casket:

Research, Reading Instruction, and Children's Learning of the First R,"

--77n:?n; December 1982, pp. 231-241; Constance KaMil,

"Encouraging Thinking in Mathematics," Phi Delta Kaor,an; Decemcer 1982,

Pp; 247-251.



make a "good showing" or because the curriculum is designed to enforce a

teachingttesting sequence for every,skill area.

nahy teachers find the practice of gearing instruction to

standardized tests to be edileatibhally unsound and professionally

UhethiCal. They describe how preSSiireS to teach to the test occur:

The principal made the teachers take [the test] and rewrite it

so it wouldn't be exactly what the chiidren were going to

havej_because he said hcwantecLthe chidten to be Sure they

knel4 hot4 to take the test; . . Two teachers didn't do it, so

he told teem he was going to write them up and hesaid it
would go in their personnel wouldn't let them see a

copy of it; and they called in the local teachers' association

about it;.

Within a time frate of a couple of weeks before the
standardized tests are givenj we have_booklets we are_to
present to the kids who are to be. taking the .rests and go over

it with them; That takes' time and energy out. That'S what we

are suppo,redto be doihg; You can tell from my attiwoe that
I den'tparticularly agree with it but that is what we are

supposed to be doing.

Ste moreof:atrend 'to teach to test' so that your student6

Will db well. .Pur administration says absolutely tests will

not be used tiff 'blame bUt 1 don't believe it. z just can't
believe that because they put in the newspapers the scores of

different schools. A realtor in my community even showed me

the test scores; . ; When parents come in, the realtor 8h- st

theta the test scores of different schools when they want to t'

buy house in -that community; . So those scores are used

in all sorts of ways they were never intended to he used

Schools are very receptive to parents and so when parehtS

tlemandl want ty son or daughter todogopd_onthis test,'
you haVe to -meet those needs._ thank some sohools are very
structured fbr theSe tests and.ithey spend a lot of time
working on the tests because that's themeasure of
achievement;* \You'd be fooIl.sh if you didaL
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Teachers talk about not getting to something because they had

to deal with what is going to be on the test. They do spend a

lot of time teaching what is going to be on the test. I

certainly think that it is a problem and yet this school

system is a school syat,em that has built a lot of little

altars to those stanines and those standardized tests.

Some it has put a great -deal of pressure on because I deh't

think they are that confident about what they are teaching so

they really teach to the test. There are others who have been

infuriated by it boce they are ferted to de_sotetningthat_

they don't particularly believe in. Many teachers do-not like

standardized tests at all and resent giving them to their

students. I tt-0,nk it's a pretty tell accepted idea that

standardized tests are certainly different from tests given in

most classrooms. You are more or less forced to teach the
format of the test or you 'come up showing that your students

haven't learned what you realty feel they have learned.

I think it is frustrating a lot of [teachers] because it does

limit what you can do and how you do really interact with the

kids. It litits your time. Your attention is shiVting fret

the student to he pass thi8 test?" Or how many will

pass this test? Will a majority pass the test? What happens

if they don't? How will thiS afieCt by job if they don't?

That kited of thing. . It's just one more hail_ih the
Oefrih._ It's driving a lot of would-be good teachers out of

the profession.

Why do tt:achers feel that teaching to the test is undesirable?

Many report that testing and test preparation take time away from

teaching, as though teaching for the test in not really teaching, and

another type of instruction is what they ought to be engaged in. White

many school board members and administratorS apparently believe that

teaeherS' resistance to testing is based on accountability avoidance,[7]

teachers describe otheP motivations for their views.

[7] Herbert C. Rudman, "The Standardized Test Flap,2 Phi Delta

Kapean, November 4.977, PP0179-185, 184;
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COMI)e-tencv-Based Education

The strongest reactions to testing are in response to competency-

based instructional approaches that tightly couple instruction to

testing by requiring students to pass a test for each discrete skill

before progressing to the next. Some teachers say that chitdren who can

perform practical tasks in the classreeM cannot do 80 in the form

required by the tests; others say that tests don't measure important

areas of learning. Many worry that-the type of-thinking encouraged by

test-based instruction is not eonduciVe to stimulating interest and

creativity.

I've just found tnat I head to give more tests; to teach
certain things that witI probably be on a test [rather] than

branching off into a variety of difrerent areas hat may
interest the students more But you know what's going to be

on the teat;_you knew certain things that they have to have so

you have te'litit that And 1 feel that often that stifles

the kids' creativity be-eat:80 there is only one answer- -only

one right answer; Wherdaa the way the kid thinks,-there nay

be more than one right answer.

. .

The only problem with that is the fact that it tends to stifle

a lot of creativity by the stUdent.: If it [testing] is used
but creativity is allowed to flourish under it, then I think

it can be good.

It just seems deadly. It seems like a real end to all growth

and development. I mean would we have electric lights? What
if somebody hadn't said you should learn how to do this?
Would We have new inventions? Would therebeanybodygoing
off in different directions? Wouldn't we end everything? If

we programmed "this is what you are going to learn," who would

go beyond that? No, I just think that would be deadly.



In the first place, I don't know who is going to say what -

everybody need in order to funbtionin society - -so that is

going to be theaPdtat part: to-set the objectives that they

are going to have to knOW. But_even if you did that you are

going to end up-with just a mold of one kind-of person; You

are_going to end up with a_ hole population of the same- little

Meld and-I don't think that that's what democracy:is all

abetit: I think it means to be an indi.vidual.

Whether these long-range fears are justified or not, inflexible

implementation of test -based instructional strategies has visible short-

term consequences.

Teachers who have worked in schools that pse a competency-based

curriculum often find its immediate effects troubling. One of our

districts had implemented a mathematics curriculum that required

computer-administered tests.of each skill before a child could progress
ti

to the next. Teachers fpund the approach limiting for both slower

students and faster students:

I have kids that are stuck at like level G (which is third

grade) and they can't progress until they can do those blocks

[subtraction with cuisinaire rods] . They can do it on

paper; but they ca't pass it on the computer which would

finish out that-area;

I have some children who still are on that same, level that

they started on in September. And if they try three times

then that's it. After the third.time you're not supposed to
frustrate them so now they're stuck in that category and they

Won't be able to get out. . . They've tried three_times.
Now they've had a couple of cases where they've said some
children have had particular difficulty [so] they'd give them

something else. But they tried.three times and,se they. can't

progress in that one category.

- _

If a student could not pass the test in a category, the student could

not be taught anything else in that category: Testing thus prevented
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both teaching and learning. Students who could pass the tests created

another preibIem:

What they have done is that they'have put down every objective

that-they want every child to learn from kindergarten through

eighth grade There are _velumes of objectives-7absolute

volumes of objectives. Each;bhild has to pass tne objective
at this level before he,' can pass the next Objective. _So when

' I tell you:that I_Spend abtolute hours testing these kidtl I

really feel like I haVe lost a lot of the Math teaching -tine.
I had the bright kids' in the emath--the ton fifth and siXth

graders in math. :I was tt the top so I had to get cone
[testing] everything that they were supposed to have passed.
As the system operates now; I would throw it out. . . for

[the_concept of] capacity; for measuring lengths_and for

weights_ and neasucs; what theyreallytested was whether or

not a kid understood the decimal system: ; It is expensive

and'their study Shows that it makes no. appreciable difIerence._

Well; if it takes that much time and takes that much money and
makes no difference; then I say throw it out.

Another district had begun to implement a competency-based

curriculum for most subjects. In some schools, the use of the

curriculum was not rigorously enforced. Teachers who could choose to

ignore it Ofteh did. In Others; textbooks and materials to accompany

the curriculum were absent. Thete t4hO had attempted to implement CBC

had mixed reactions:

What I hal:re dOne 16 gone through the manual; twicei just to

see what I could do with it . . .There were_a_lot of examples

that I couldn't use in my.class because of their learning

levels. Some I found were too hard. Other's I found were

boring--not useful,_ really. In otrier.wordsi I felt that I

could do something better that would get over better.
Sometimeslwouldsaywell-this is set up for an ideal class
but it doesn't all work in the real world..

,z])

One teacher who did not find CAC useful for her own teaching nonetheless

thought it was a good management tool for helping or forcing less

competent teachers to do their jobs:



Let me mention this about CBC. I don't want you to thihk I'M

totally agaihStit, I'm not;i For a beginning teacher and for
many teachers who really are_not doing what they are supposed

to be doing; CBC is very good. Becauseit says what you
should be teaching thus and so. If you're not, then you're_

shortchanging the kids;So I am not:totally against CBC. I

don't think it gives you enough flexibility. But I think it

is geed for t person just_nt:irting out; I thinkit is good for
people who are not dorig their jobs. But I think it should

have more teacher input.

Another thought that the efrort to establish a common curriculum was

valid, but tne CBC approach itselr trivialized the educational process:

I have no objection to some kind of definition of goals. . . .

YOU kilOW; one can go too far in the other extreme if you have

no commonality; then you have chaos. In some ways it is not
very politically or socially responsible to allow that to

happen; ; . So I_have no objection to some enunciation of-

goals -or objectives; ; ; But to assume that people are going
to learn or that the gjals are going to be accomplished if all
of us adopt these particular techniques and these particular
structures to me seems to be absolute idiocy;; . If one has

the notion that education is about learning- pieces of
knowledge or specific things to do in specific situations, if
that is what one thinks education is; then education is headed

for the down hill slide rather quickly; Whereas if you

develop . . some kind of system where students were
encouraged to think on their own or to analyze a situation_or
to develop the alternatives; one would be much tetter off than
trying to say; 'In this situation one does this or whatever.'
For a_lot of the very technical kinds of thing:5i_ if one
deebn't understand it, one can always look it up somewhere.
So; the point bee-et:08 how does one express oneself; how does

one wri.;z as opposed to knowing exactly how a gerund is used;

In schools where CBC is rigorously enforced, teachers feel torn between

satisfying bureaucratic requirements and meeting the needs of their

students:

You're given_a guideline and each day when the student comes
to elaSJ you're supposed to have on the board behavioral
objectives for the day and a list of instructional aids and
what have you:' You're supposed to accomplish ai_bt ot
whatever; in that day; The administrators ccmc in and thty
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evaluate it haphazardly; They check to sec are_your goalsup;

do you meet these goals this day; during this class period?

That's really unrealistic because it depends on the class. It

depends on how er4tred the students come to class. If they

come prepared with what you gave them the day before; and yeti

can click it off one; two, three- -fine. But if they haven't;

man, you hae to go over the material from the day before.

Then you have to structure what you want to do today and you

may be way off from t your goal is. It just makes_it kind

of rigid. . . A kid Might have a question that is off the

track; Do you say; 'Well; no, I can'tanswer that question

right now because I have these goals that I'm supposed to

meet; and I just don't have the time?' You have to deal with

what they want to -know when they want of know it or you're

going to lose their interest; But if your evaluator comes in

and you have 'heredity' on the board but you're talking abOUt

ecology or evolution or something, well then they're going to

ymark_yOU down; because you're not doing what you have on the

board.

Some feel that their most valuable resources--teaching time and the

7

ability to tapitalize on children's interest in learning--are dimnished

by rigid curricular and recordkeeping requirements:

So much of the teacher's time is spent in things otner than

teaching:_record keeping; the rigid- curriculum guide; the pre-

and poSttesting and tale massive record system to keep

tiny little bits of it: when it is presented, when it is

masteredi when it is re-taught and reinforced and post - tested.

It is just mammoth. A great deal of time and energy is spent

with these sort of things and it limits sometimes taking off

On a tangent of theinterest of the children because you have

a guide that isn't in that direction. YoU_have to meet that

guide bedaUSe you know thechildren are going to have to take

a test. You may really -get into something that you don't want

to leave, [but] you won't come back to that thing becaUSe tne

sehedule demands _x number of minutes for this and that. You

can't always teach an integrated core. I like a core

curriculum where you can really integrate everything intoit;

I think it hat more- meaning to kids. only been able to

do that one year. I had to_ have, special permission and that

was the best year I ever had.

In sum, efforts to improve.educatien by setting standards for

students have various effects at the classroom level. Sometimes

Standards, by providing a common yardstick, direct attention to areas of
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the curriculum that would otherwise be overl000d. At the sate time,

/

policy tools that try to blbely link these yardsticks to the teaching-

learning
J--
process can have dysfunctional consequences when otner valuable

I
objectiv 8 are abandoned in favor of those that are measured.

In,the policies We have examined above, teachers re or PrObleMS

of meanp-ends disjuncture, of inability to reconcile diverse educational

goalt tl and of faulty implementation of policies. In general, their

observations stem freth the diffieUlty in adapting uniform educational
1

approaches shaped by standard performance measures to tne perceived

heeds of their clients. At the same timei many acknowledged the

userUlness of the policies in PteViding a common direction or preventing

I
abuse of discretion on the part of thoSe less competent or committed

1

thgn they.

This situation typiries the elaSSie dilemma of the street-level

bureaucracy described by Michael Lipsky. Street-level bureaucrats must

be s4multaneOUSly accountable to their clients and the public agency

they represent:

The essence of Stteet=level bureaucracies is that they require
people to make decisionS about other people. Street-level
bureaucrats have discretion because the nature of service
provision calls for human judgment that cannot be programmed

and for which machines cannot substitute. Street-level

bureaucrats have responsibility for making unique and fully

appropriate responses to individual clients and their
situations. . . . These considerationS cannot be sensibly
translated into authoritative agency guidelinesialthough it
is on behalf of their agencies that street-level bureaucrats
are accountable to clients. It is a contradiction in terns to

say that the worker should be accountable to each client in

the fashion appropriate to the presenting case. For no

accountability can exist it the agency does not know what
response it prefers, and it cannot assert a prererred response
if each worker should be open to the possibility that unique

and freshresponnes are appropriate.[8]
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Lipsky describes how efforts to exert management controls can ultimately

subvert service quality by reducing workers' accountabiity to clients

and to professional standards of eendUet. This can occur, he points

out; then goal clarification reduces the scope and mission of public

services by de-emphasizing areas that are not the focus of performance

measures. Teachihg feriae test can mean teaching narrowly defined

skills rather than concepts and practical applications; it can also mean

teaching decoding and computing instead of writing and science;

sometimes it means treating topics superficially rather than taking time

for indepth inquiry. Decreased service quality can also_occur when

Pr-bee-chiral constraints result in inappropriate treatment of clients.

Teaching all students in a standard fashion may mean that some with

different needs, or learning styles will' not be appropriately taught.

Tdaehert are in an awkward position when they perceive problems

with accountability standards. They recognize that some form of

accountability is necessary, that without specification of goals And/or

processes, a common educational experience may not occur. Performance

goals and measures may be necessary to ensure that everyone is doing his

or her job in a manner that is responsive to the puolic mandate. But

when standardization constrains the teacher's efforts to meet the need8

of some clients, or when accountability tools take time away from real

instruction, their frustrations surface in requests for autonomy that

seem to beg the question of accountability.

[8] Miehadl Lipsky, Stroot=LecIpl Bureaucracy; NY: Russdll Sage

FOundationi pp.
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If we could ,et the administration to leave us alone and let

us teach we' be able to; Now of course I guess not all

teathers would teach if they were left alone. Because you

hear the -stories of the teacher sitting at his desk with his
feet up reading his newspaper and th-e kids aren't doing

anything. But I guess basically if they'd let_us teach, we

could; We spend I would sayliprobablv a good 30 percent or

more_ of our titodoing -papem:ork. A good percentage of that
completely Unnede6Sary and another percentage is something
that could be done by a teacher's aloe or secretary; Time

that we could and should be using to teach we're doing

paperwork; Most of it is just a waste of time.

Paperwork, of course, is the means by which otners in the school

hierarchy keep tabs on what is happening in the classroom. This teacher

implicitly recognizes that reports of attendance, test scores, and

teaching objectives are meant to ensure that teachers are teaching and

students are learning. But he considers it a waste of time because his

conception of his job is client-oriented. His argument suggests that if

teachers could be trusted to teach, the need for bureaucratic controls,

would diminish.

One resolution of the dual accountability dilemma is to ensure

competent teachers, thereby reducing the need for bureaucratic controls

designed to prevent imompetence. Although policymake:,s do not always

regard standards for students and standards for teachers as substitutes

for one another, the pressures for accountability teaching are at

least partly a result of mistrust in the capabilities of teachers. In

the next section we consider state policies designed to.upgrade the

quality of teachers.



W."IDARDS FOR TEACBERS

Comeetency=bised-TeaCher-Certification

Over the la decade, the ideas of competency- based teacher

education and teacher certification have been advanced as a way to

upgrade training for and selection into teaching: Although full-fledged

prototypes have yet to be developed; the ideas have been embodied in

legislation in some states. While many teachers in our sample did not

have direct experience with CBTE, they did have opinions about it;

definition of CBTE was contained in our question to them: "All the

knmaedge, skills and behaviors which they [schools of education] think

a teacher must use are specified, and the prospective teachers must

demonstrate them in order to pass." Of teachers in the sample, 21

percent favored the idea, 35 percent favored the idea in principle but

qualified their support or voiced skepticism about its feasibility, and

41 percent opposed the idea. Those who were already familiar with the
_ .

idea tended to oppose it

Those who favored CBTE tended to interpret the definition as

meaning good practice:

I &Witt see anything wrong with it. If those are pretty much

the thingS you need to know to go into teaching; it's better
to know before you start the things you_are strong in and the

things you might need improvement in. And I guess that you

might start out with better teachers. If yoU start out with

that; it might delay your employment for a year or something.

I guess that would be -the only drawback. You might not get a

chance to gc ahead and start. But it might satisfy the
community and theparent8 a lot more anti then you wouldn't get
ail the flack that you get about public schools.

ThoSe who gave the idea qualified support tended to adopt a wait-and-

see attitude:
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I think it may be very helpful. I don't knOW,_they didn't
have anything like that when I was there. As I said; when I

went into the classroom, l went'in cold. So maybe this would

be somewhat along the line of putting them into the classroom

and letting them teach. Maybe by identifying these things,

you have to show what they are and_hew to de them. So maybe

that will cover the same thing that I was talking about: It

doesn't sound like a bad idea, but so many so good and

come_outso bad Ithen they act into the classroom. I'd like to

see how it-worked, and if it worked, fine.

Of those who opposed CBTE, some did so because they doubted that the

skills could be compiled:

WeIl, I think if anybody could write down all of the things to
set up any kind of program like that, I would like to meet the

person. I would think that it would be absolutely impossible
to set down in some kind of curriculum all the things a
teacher had to be able to do to be competent. That would be

just such a mammoth job. Maybe it would be possible but to
test somebody on all the things that you need to be able to do

. . . I just don't see how 'it would be possible.

Others who opposed the idea did so because of the standardization of

teaching implied:

I think that it is absolutely ridiculous. I don't think that

you can mold teachers into . . . It is not an area of skill

like learning how to use a power saw. There is a difference

between manual skills and working with people, and I don't
think that you can mandate how a person is going to work with

somebody and have it come out with a hundred people doing it

all the same way.

One teacher had actually experienced etimpeteney=based teacher education.

That teacher's observations are particularly telling:

I am laughing because I went through something like that and

this is the perfect example of what happened . . . we were

trying to program to do this. It was supposed to be set up on

a computer . . . this big design. You do the thing and they

test you on it. Put it in the computer and you get the

fcedtack. The only ,Ivoblem was t!;:it they maver got it to the
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computer to get the feedback on it. Soi I have_tOVOP seen one

work. I don't know what tompetenty7based teaching is. I don't

even know what they are talking about. You_taIked about

whether teaching was an art or a science-7inits true form; I

think it is an art. __You have so many variables to deal with

at any given time.WhiCh_variables are going to be most

significant in a partitularsetting; the conditions change.

When you do these kinds of thinc,,s as faras philosePhy of

teaching; they are so narrow because they ::ant to measure

something specific. But humeri beings don't deal _with problems

that way. Human beings don't think linear; single thoughts;

And se whatare you doing? You're talking about; 'did this

person do this at the tirie in a given situation?' And it is a

very limiting -kind of basis. Certainly; there is a place for

that kind of instrbotional level in any kind of edUtatiOnal

situation Whethtr the students or the teachers are involved.

But you have to recognize that that is a rather limited form.

And I thinkthat's'probably the- biggest failing with that

to -say that it covers everything tibbil it doesn't in effect;

do that. I can give you aperfect_expIe--an audio visual

course that I took once. You can learn step one; two, three .

howtooperate the projettor'and you can do a competency

test and that's great. But that is not going to tell you how

to give instruction with a film to a class of kids on a given

topic.

In general; teachers' opinions of CBTE reflect the view that just

as teaching itselr is not a simple act easily reduceable to discrete

skills or behaViera, learning to teach is'aIso more complicated than

detonstrating easily measurable competencies on discrete tasks.

Competency-based teacher tertifidatien is based on a view of teaching

that assumes the validity; stability and generalitability of effective

teaching behaViera. Teachers tend to see teaching as a context -specific

activity that cannot be easily prescribed because appropriate teaching

behaviors vary from one student or classroom to the next.

ReSedroh on teaching reinforces this conception of teaching work.

k

Some efforts to link specifid teeth& characteristics or teaching

behaviors to student outcomes have sought context-free generalizations

about what constitutes effective teaching. Although this line of



research strongly suggests that what teachers do in the classroom does

affect students, claims that discrete sets of behaviors consistently

lead to increased student performance[9] have been undermined by

inconsistent and often contradictory findings.[10] The most extensive

process-product study of teacher effectiveness, the Beginning Teacher

Evaluation Study; conducted for California's Commission for Teacher

Preparation and Licensing, found little support for linking teacher

effectiveness to precise, uniform teacher behaviort. After that

monumental effort; "(t)he researchers concluded that linking

precise and specific teacher behavior to precise and specific learning

of pupils (the original goal of the Inquiry) is n

time. . . . These findings suggest that the legal

license probably cannot be well stated in prebise

t possible at this

requirement for a

behavioral terms."[11J

At best,- the teaching performances advanced as having consistently

positive erfects on student achievement are relatively broad constructs

rather than discrete, specific actions of teachers. As.Centra and

Potter[12] note, often-cited variables such as clarity, variability,

[9]-B. Rosenshine -and N. Furst, "Research on Teacher Performance.

Criteria," in B. 0. Smith (ed.), Research in Teacher Educatign: k

Symposium, Prentice-Hall, Englewood Cliffs, N.J., 1971 J. A. Stallings,

"How Instructional Processes Relate to Child Outcomes," in G. D; Borich

(ed.), The P.nrraisa1 of Teaching: Concepts and Process, Addison-Wesley,

Reading, MA, 1977_; D. M. Medley, "The Effectiveness_of Teachers," i4 P.

L. Peterson and pH. J. Walberg (eds.), Research san Tgazhing, McCutchan,

\Berkeley, CA, 1979.
N. [10J W. Doyle, "Paradigms for Research on Teacher Effectiveness "

in\ S. Shulman (ed.) , Review of Researgh in 5ducation, Vol. 5, F. E.
Peacock, Itasca, IL, 1978; M. J. Dunkin and B. J. Biddle, The Study of

Taaehihg, Holt, Rinehart & Winston, NY, 1974; R. Shavelson and N.
Dempsey=Atwood, "Gencralizability of Measures of Teacher Behavior,"

RevieR of\lk.ducatioral .R&aeareh, Vol. 46, 1978, PP. 553-612.
[11J R:\Bush, The Generator, Vol. 9, -No; 1, 1979; see also F. J.

McDonald and P Elias, Executive. .512r1T:ary Beihrling Teacher

Evaluation alay, Phase II, Educational Testing Service, Princeton, NJ,
1976.

[12] J. A. Centra and D. A. Potter, "School and Teacher EffeCts:

An Interrelational. ;Ibciel," Review pf Educational Research, Vol; 50, No.

2i 1980, pp.71 273-291\
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enthusiasm, task-orientation, use of student ideas; and questioning[13]

are undoubtedly important, "but rew of then could be usefully onSider/ed

'basic teaching tasks.'"[14]

Furthermore, subsequent research on these variables has found that

the effectiveness of particular teacher behaviors often depends on the'

teaching context. Effective teaching behaviors have been found to vary

for students:of different socioeconomic; mentalf and psychological

characteristics.[15] and for different grade levels and subject

areas.[16J Some teaching behaviors exhibit a diStinctly curvilinear

relation to achievement. That is; a behavior that is effective when

Used in moderation can produce significant and negative results when

used too much[17 or--as others have found--when applied in the wrong

eircumstances.[18] This kind of finding also makes it difficult to

[13J Rosensnine and Furtt, op. cit.
[14] Centra and Potter, op. cit.; p._282.
[15] L. J. Cronbach and R. E. Snow; .AntitildeS and- 341s.tnectIonql

Methods.: A Mno.;-: for Renearch on _Interactions, Irvington; New York,
1_977; J. E. Bropr.y and C. Evertson; Process-Product Correlatons la the
le-xas Teacher Effeatzveness Stud : Final Report; Research and
Development Cer.:er. for Teacher Education, Austin, Texas, 1974; and J. E.
Brophy and C. Evertson; "Teacher Behavior and Student Learning in Second
and Third Grades." in G. D. Borieh (ed.), The A-nuraisal LK Teaching:
Concepts and Pro:ess; Addison:-Wesley; Reading; MA, 1977.

(16q McDona:.t and 'Elias; op; cit.; ti; L. Gagef,The Scientifia Basis
Of-the Ark: at Teaching, NY: Teachers College Press; 1978.

[17J K. Fec:,..rson and D. Kauchak, TeacherEvaluaZapp:_ Perspectives;
Proctecs st14 Center for Educational Fracticet_University of
Utahf"Salt Lake Ci:y, 1982; R. S. Soarf hott&o.

Bkpsurement slnd =1.- Groth.; Institute ror Development of Human
Resources; Colleze of Education; University of Florida, Gainesvillef
1972

[18] See, e.z., McDonald and Elias; op; cit.; H. Coker; D. Medley;
and R. Soar; "Hcw Valid Are Expert Opionions About. Effective Teaching?"f

Phi M'lta 1:2m=. 1 980, pp. 131149.
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develop rules for teaching behaviors that can be generally applied.

The conversion of teacher erfects research findings to rules for

teacher behavior is a cornerstone of many competency=based teacher

education and certification models. These 'models implicitly assume that

the rules are generalizable because student outcomess are determined

primarily by particular uniform teaching behaviors. By implioation- the

models assume either that other contextual influeneet on student

OUteetet are relatively unimportant, or that these other influences

not call for different teaching behaviors in Order for teaching to be

effective. But; taken as a whole, research on teacher effectiveness

lends more support to a context=specific view of appropriate teacher

behavior in which judgment plays a large role than to a view which

presumes that specific teaching techniques or behaviors can be uniform y

applied. Based on their many years of research on teaching, Brophy arr.

F.vertson describe the teaching act as an interactive, highly judgment -1

process:

(E]ffective teaching re quires the ability to implement a very

large number of diagnostic; instructional, managerial, and
therapeutic skillsi tailoring behavior in specific contexts
and situations to the specific needs of the moment. Effective.

teachers not only twit be able to do a large numberof things;
they also tUtt be able to recognize which of the many things
they know how to do applies at a giVen_moment and'be able to
follow through by performing the behavior effectively.[193

Teaehert, skepticism about competency-based teacher education

results from their feeling that the most meaningful aspect of teaching--

the ability to make appropriate judgments about what to do in specific

(19] J. E. Brophy and C. M. Evert; on, frcr, T-?--chiner: A

Dovelqmontal F'.:!rnoeulve; 8oston: Allyn and Bacon, 1976, p. 139.
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;

instances--cannot easily be reduced to a set of discrete, observable,

and i,surable behaviors; Their intuitions are supported by research on

teacher effectiveness

While Only a few states have attempted to institute elaborate

systems of competency-based teacher education or certification, a much

larger number have attempted to upgrade teacher quality by requiring

paper and pencil competency tests for teacher certification.

Teti nc,.-for Certification

Testing of a potential teacher's knowledge of subject matter and

pedagogy as a condition for certification is a recent state initiative.

Technically, it is easy to'devise a test of subject matter; it is more

difficult to devise a test of pedagogy. Nonetheless, the imposition of

such a test is far less expensive than competency-based certification.,

At least 16 states have enacted laws or rules requiring standardized

tests as a means to raise tfie standards for entry to teaching. Teachers

are divided in their views about the usefulness of competency tests for

certification. In the 19794NEA survey, 41 percent of teachers favored

statewide tests for certification. In our saMpl% of teachers, 33

percent favor the idea, 29 percent favor the idea with *allfications,

and 38 percent oppose the idea.

Those who supported the idda felt that the test would screen out

those wno were not well-prepared and would help to create the image of a

profession:

It probably is a good means of evaluating teachers' experience
or ability to start teaching. know in other
professions, for example, lawyers have to take a test; doctors
have to take tent. ;Other profeezional people do; so 7e.rhIps
teachers, to b considered in full rights by many othei, people
who are professionals, as professionals, maybe that is a thing

we need to institute.
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Many who gave the idea of the test qualified support did so because they

believe that a test of tubjett matter is both reasibIe and desirable)

but they are skeptical of tests or pedagogy:,

I certainly thing_ that if you are going to teach a subject;

you ought to to able to .pass the basic requirements As

far as the philosophy and everything, I don't think that being

able to pass a test in that is too important.
=

A lot or the things that indicate a good teacher are not

[susceptible to] standardized testing; . I feel again that

it is easy for a person to play a gathe withstandardized tests

and come up with a good score. It ie_easy to.say on paper

what you might do and in fact you Won't.

tose wno opposed the test do not believe that a paper and pencil test

can'adequately predict performance as a teacher:

I think the proof' of the 'pudding; is seeing what the teacher is

doing) observing the teacher and eeeing what the children are

learning;

Some even believe that schools of education would focus unduly on
C,

preparatiOn for the test.

There again you get to a situation where teacner institutions

are going to train their teachers to meet those competency

standarda and that's it. They will feel likethey have done
their job if they haVe done that._ There is too much of that.

that goes on as it/is. There is far too much teaching of ^

those minimum standards in colleges and universities to

teachers right now; And I would hate to:see it become

dignified through state law;

In sum) substantial support does exist for a test.of subject matter

knowledge which iaseen as gUaranteeing that teachers know what' they

will teach. Many teachers see such a requirement. as a prerequisite if

not a guarantee of good classroom performance.--Howelier)--SUbStantil7---
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skepticism exists with regard to the reasibility and practicality of a

teat of pedagogy. For many of the same reasons that they doubt the

usefulness of a competency-based approach to teacher education, teachers

doubt the validity 'of a paper-and-pencil test of pedagogical knovledg .

Testing = f orReeertiti catA.o n

Most teachers in our nample (60 percent) oppose the use of tests

for recertifying teachers every few years; Opposition to testing for

recertification is stronger than that to testing for certification

primarily because a practieing,teacher has a track record which can,be

examined; a test is seen as largely unrelated to performance in the

classroom.

Those wno support the idea of testing for recertificatiOn see iu as

a mechanism to ensure that teachers remain current in their teaching

field: F-

I think this is good especially in their major field. It

keeps tbem abreast of the new currents, the current trends.
it keeps them abreast not only in the current trends cut it
helps them individually. Teaching is a growing process just

like learning is a growing procets.

Some wno, gave the idea qualified support distinguished between a test of

subject matter and a, mechanism to assess pedagogical skill:

If you have stayed in the field and haven't kept up, something

is wrong. As long as it is testing what is needed to be
tested, i.e., being tested en the level that you are teaching.

. I think the weeding out should be done more by
administrative observation in some way rather than continued

pedagogical testing.

Those wno opposed the idea stressed the importance of assessing

classroom erftwmance:
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If you can somehow rate a teacher's effectiveness and rate him

on that . . . as my background being in economics . . . the

way of testing output is to find out how many barrels go

through the machine. You can't do that very well in a

classroom. That is what you want, but I don't know how you go

about getting it. Testing a teacher because of his knowledge
in math and because of what he knows about how to teach, is

not going to ensure that he is a good teacher at all.

I diStingUiSh between understanding and performance. What you

know, I think, can be. tested in a standardizea way; What you

can do has to be evaluated personally.

The distinction between test performance and on-the-job performance

is an apt one. Although these tests are meant to screen out incompetent.

teachers, studies have not found any consistent relationship between

scores on teacher competency tests and measures of teacher performance

in the classroom.[20] This should not be too surprising since the act of

test=taking is quite-11f erent from the act,of teaching. "Knowing" the

answer to question that asks for a definition of a pedagogical

principle does not necessarily mean that one knows how or when to apply

that principle in the classroom in.the midst of competing pedagogical

demands. Indeed, not knowing the answer to such a question may not

preclude the ability to respond appropriately in the classroom setting.

Although the existence of tests may raise the status of the

teaching profession in the eyes of the public, they will not completely

answer the question of now to upgrade the quality of teaching that

occurs in classrooms. They may reveal. what a teacher knows abdUt a

[20J J. B. Ayers and G. S. Quallt; "concurrent and. Predictive

Validity of the National Teachei\Examinations," Journal gf-.Eduoational

Research, Vol. 73 No 2, December 1979.-pp. 86-92; J. M: Andrewt, C.

p. BiatkbOhj and J. A. Mackey, "Preservice Performance and the National

Teacher Examinationt" hr Dpa Kaman, Vol; 61 No; 5; January1980,

PP; 353-359; T. Qui:7k, et alIt .-, "ReVi-eW OfStudiesofthe Concurrent_
and Predictive Validity of the National leacher Ekatination," Re?iew of

Educational R--,.arch, Vol. 43. 1973 pp.: 89 -1111.
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subject but will not reveal. whether he can teach it and, if he can,

whether he will.

SCHOOL REALITY AND EDUGATICIAL POLICY

The picture we have painted about the-potential for iMProVpig

teaching and learning by setting performance standards is not a

promising one for state policymakers. In one sense, it is a picture

that can be easily di=ineed by those wnose faith in bureaucratic

accountability tools is strong. Their faith may be unshaken by the

akeptitisti of those being regulated; After all; discretion and autonomy

can as easily be OddOwords for incompetence or nonperformance as they

can be conditions for competent performance.

In another sense, though; the observations of teachers must be

considered. Teaching is a profession which is increasingly less able to

attract and retain talented people in its ranks. If the normally

tenuous psychic rewards of teaching work are further diminished by

impediments to good performance as teachers' themselves perceive it,

many among them will leave. A vicious cycle may be created by policies

that in the aggregate make teac4ng less attractive. They lower the

quality of the teaching force, thereby increasing the perceived need for

more regulation to improve education.

Some might argue that those teachers who voice skepticism about

accountability policies are among the least competent. Very likely some

teachers complain about standards because they find them too demanding.

Equally likely there ae others who_find them Inadequate to the

complexities of teaching work. However; most object to the

standardization which results from the policies rather than the

standards contained in the policies.

43



= 35

The most powerful appeal which student standards have for teachers

is that they symbolize the importance of education. In recent years,

many perceive that schools have experienced a deterioration of

educational standards. Many teachers welcome the reestablishment of

educational standardS as a reaffirmation th-ai; education is important.

This reaffirmation or standards is an indirect reaffirmation of the

worth andwork of teachers.

The symbolic importance of standards is, of course, associated with

the actual establishment of standards. This gives students, teachers,

and the community at large a clearer understanding of at least the

minimum goals of schooling. Some teachers welcome a clear external

standard because it places the onus of achieving it on the student while

lightening the onus on the teacher. They welcome wnat they see as the

positive pressure on students. The teacher does not have to struggle

with the establishment of standards and avoids internal and nocial

conflict over how easy bP11-a4 hard to make the standards

But teacherS'worry about the standardized test,as an appraisal

mechanism. They are concerned that the mUltiple-choice format is too

lititihg, that it cannot assess all the things which they teach. They

are concerned about the results of a test being used to contravene their

own judgment about what students should and do know. They wonder

whether the test tatches.tteir conception of the curriculum.

More poignant, though, are the erfects of standardiied testing upon

curriculum and teaching. Teachers see the tests as altering the

curriculum, somewhat by inadvertence. Some of the erfects are obvious:

testing takes time; preparation for testing takes even more time; there
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is less time to teach and %here is the pressure (perceived as both good

and b d) on students and teachers to perform. 1,ss obvious arc the

.
distortions introduced in the curriculum; Some teachers begin to

emphasize the content which they know will appear on the test. They

begin to teach in a format that will prepare students to deai with

content as it will be tested. Some teachers will even teach students

the precise items which will appear on the test.

The increased emphasis on test-oriented content meansp of course,

thatlother curriculum content is deemphasized. Teaching as if there,is

r.- always a right answer is thought by,some teachers to stifle creativity.

More generally, that which is not being tested is not being taught. In

the minds of some teachers, .the path from establishing standards to

standardized testing to standardized cUrriculum and standardized

teaching is short. One characterization of the effects of very

prescriptive teaching policies is consonant with the perceptions of

teachers:

Administratively mandated systems of instruction not only
hinder teachers! responsiveness to students but over time
discourage teachert_from learning to be responsiveifrom____
developing sensitivity to individual differences, :and from
broadening their repertoire of approaches. Ultimately such

systems become self-fulfilling prepheeies: routinized

instruction; and the attendant loss of autonomy, makes
teaching unpalatable for_bright, independent-minded college
graduates and fdilt to stimulate the pursuit of excellence
among those wno do enter. Over the long'run, then, the

routinization or instruction tends to deprofessionalize
teaching and to further discourage capable people from
entering the field.[21]

Or as teachers put it:

[21J Gary Sykesi."Public Policy and the Problem of Teacher
Qual.itW in_ Lee Shulman andgary Sykes (eds;)i Hancl-n6ek of Teaehing and

New Yot.k) 1983,7p:120.
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I feel sorry for any\teacher wno is interested in teaching.
It is going to be much worse in the years to come. For those

who like the record keeping, and there.are plenty of them;
pathetic teachers but great record keepers, this would be a
way of them moving up the ladder. It will help them. It

won't help the_good teachers. It will help the people who
teach by the book (because) it is safe and it doesn't require
any imagination.

The only thing that would make me leave teaching is if they
ever computerize all these objectives and I have to sit there

and check on forms for 38 kids and 250 different objectives.
I think if it got down to thelt, I would simply resign because
I would feel like I was spending more time on forms than on
kids.

Standards for teachers are a somewnat diffcrent-natter. The

rhetoric of CBTE has a certain attractiveness to it. Teachers should be

competent; their competence should be tested rather than undetermined;

competence should be ascertained as a condition of graduation or

certification rather than left to chance. Because the rhetoric,of

competency is so attractive, many teachers and others support the idea

of CBTE. In fact, some see its standard-setting aspect as the

definition of good teaching practice. But othert see a large gap,

between the idea and the techniques necessary to make it work. Those

opposed to the idea or the technique or both tend to see them as a

mechanistic approach to edueatiOn. In any case, the difficulties of

implementing CBTE have largely prevented its actual use.

Testing for certification currently has more widespread appeal,

is seen as making teaching somewhat more like the professions of law and

medicine where a test external to one's educational institution-=----

determines whether one is certified to practice.' Many teachers, as many

members of the public, perceive that unqualified people have been

admitted to teaching; The test is seen as a way of screening out

unqualified candidates.
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Many teachers favor testing for subject matter knowledge which they

see as ensuring.that a prospective teacher has a sufficient grasp of the

subjects to ea taught; Knowledge of subject-matter is viewed as a

necessary bUt not sufficient condition for teaching; How a teacher will

perform is a function of many other conditions including a teacher's

mastery of pedagogical skills; Almost universally, hOwever, teachers

are skeptical of the ability of tests to assess pedagogical skills;

Consequently, the test endorsed by teachersdoes not reveal whether a

person has the shills necessary to teach;

Testing for recertification is less well regarded-by teachers; In

this instance, teachers are more inclined to believe that classroom

performance is a better measure of whether a teacher should be

certified. Prior to initial certification, a teacher does not have a

job and cannot exhibit atual on-the-job performance. Testing, while a

less than perfect indiaator of competence, may be the only easure

possible. However, when a person has actually performed in the

classroom, the idea of a test to measure subject-matter knowledge and

pedagogical skills strikes teachers as irrelevant at best. Even if

test validly measures Knowledge and skills,it does not measure how or

whether a teacher actually applies them to ,the conduct of a class.

Thus, while some standards for students and teachers may b

desirable-and even necessary to prevent incompetence or slothfulness,

the more rine-grained the standards are, the more they attempt.to

specify in detail what are desirable learnings or teachings, the more

likely they are to miss the mark and even cause damage to some of the

professed benericiaries. Tom Green puts it this way:
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Public policy is a crude instrument for' securing social

ideals. We would not use a drop-forge to.quarter a pound, of
butter or an axe to perform heart. surgery: Public policy is

the_droNforge or the, axe of social change; It is not the

knife or scalpel. That is:to say, public policy deals with

gross values. It dealS with -the common good, not with my good
in particular or my neighbor's or even with tne good of us

both together. del always with wnat is good in

general, on the. whole; and for the most part; . . But the

tools of policy are limited in another way. They are best

construed as aimed not at the advancementof specific
benefits, but at the prevention or specific evils. Injustice

is always present to our conscience with more definiteness
than justice. Injustices are nearly always specific.
Justices seldom area It is truethat:government can't do
everything we desire, anb therefore, it is equally true that
public polidY is not the fit instrument to secure all our

desires; Yor.example, even if we knew what is needed to make
every school excellent and every teacher a paradigm_of WiSdOM

in the care of children, it would remain doubtful that-We'

could express this.knowlede in public policy and thus secure
the good we seek. . . Minimizing evil is a proper aim of

public policy. Maximizing good is probably not. The latter

assumes that we may shape the-axe into a scalpel.[222

If one accepts this analysis; the best polidies are those that try

to do the least; the most useful standards are those that provide .

general guidance to 'prevent gross injustices without exceeding their own

capacity to erfeet change. State policies, especially, should be

reticent in nature since they rely on technical and political

implementation through many layers of a bureaucracy. In thib view,

course reqUirements for students are preferable to highly specified.'

performance measures; teacher competency tests limited to knowledge of

subject matter are preferable to tests of pedagogical skill Where

technologies are uncertain and means-end connections are tenuous, the

use or an axe to perform heart surgery may kill the patient.

[223 Thomas Green, Exeellencei Equityi:and Equalityin in Handbook
ef fr.;,:_k pp. 322=323 .



Put somewhat differently:

Educational policies must be designed as a shell within WhiCh
the kernal of professional judgment and decision making can
function comfortably. The policymaker can no longer think of

any given mandate as a_direetive which bears continuing

correspondenc'a to teacher actionsat all times; Instead,

policies represent moral and political imperatiVes designed
with the knowledge that they must coexist and compete with
other policies whose roots lie in yet other imperatives.
Federal and state policies profess a prevailing view,
orienting individuals and institutions toward collectively
valued goals without necessarily Mandating specific sets of
procedures to which teachers must be accouhtable.[23]

Of course, we come full circle to the accountability question. How will

we know whether the street-level bureaucrat is violating policy

intentions without specific performance measures that can be examined by

those in authority?

The roots of the answer lie in the reason for the question.

yolidytAakers adopt performance measures as a means for exerting remote

control over the eduCatibtal process because they are suspicious about

the adequacy of teacher supervision. They fear that supervision does

not the place or that the judgments rendered by supervisors are

inaccurate. And studie6 of teacher evaluation practices suggest they.

are largely right.[24] Highly=ddveloped and perceptibly effective

teacher evaluation systems are rare in American education. The time and

expertise, of traditional supervisors are often inadequate to the task of

critiquing, assisting, and monitoring the performance of teachers in a

serious, concerted fashion. Indeed, the mistrust of teachers which

[23J Shulman, "Autonomy and Obligation," p. 501.
[A] Linda Darling- Hammond, Arthur E. Wise, and Sara R. Pease,

leacher Eval=tfon In the. Cri;nniz=ttenal Context: A eview cf the

Literature," -Rcview of Educational. Renearch, Voi. 53, No. 3, Fall 1983.
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leads to standardization through pellciOS ex ends to principals, their

traditional supervisors, as well.

It is here that the school improvement movement offers a ray of

hope for disentangling the accountability dilemma. drawing attention

to the role of the school principal as instructional er, to aspects

of school climate including norms of collegiality, and to e importance

of shared schoolwide goals, the proponents of "effective schools"

approaches point indirectly to a means for achieving responsible

autonomy. Although there is room to quarrel with the specifics of

particular school improver Ant plans (especially wnen they are eouche as

prescriptionS), the central notion that schools are units of

deciaionaking with tneir own incentive strubtures is important.

implicit view that professional interaction among principals and

teachers can affect the quality of education is hopeful.

The effective schools research upon which school improvement

approaches rely is often criticized for being too general. What is

meant by Streng instructional leadership; high expeetagons, or school

climate? It is instructive to examine a description of what an

effective principal does to create a client-oriented environment that

supports the work of teachers.

In a recent article in the popular press entitled "Inner City

Schools Lift Standards with Help of Str6ng Principais,"[25] two

principals in-Baltimore were highlighted as having dramatiCally

increased their t,choolts achievement test scores andhaving created not

only an orderly climate but an academically exciting O. What did they,

do? Both established and enforced rules of discipline and class

(25) Wall Street Journal, February 23,-1983.
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attendance. Beyond that, the firstwho it considered "a bit of a

renegade who often ignores bureaucratic procedures"--brought in master

teachers to guide other teachers and to find special teaching materials,

and she brought in innovative, creative teachers while encouraging

effective teachers already in the school and getting rid of poor Ones..

The second principal believes in giving teachers "a disruptionfree

environment" and then a great deal of latitude in how to teach. He says

"there is no single method of effective teaching. He does try to

encourage teaching that increases Students' "ambition, curiosity, and

reasoning power."

The concepts of 6611eCtive,autonomy and responsibility guided by

high standards of client treatment undergird their approaches. Lipsky's

suggestions for resolving the seemingly impossible tensions between

accountability and autonomy share certain of these concepts. He

proposes that "decentralized units given full responsibility for

practice" can "[make] the most of the reality that street-level

_

bureaucrats primarily determine policy implementation."[MJ As part of

this approach, he suggests that we must "develO>111 street=level

bureaucracies supportive environments in which peer review is joined to

peer support and assistance in working out problems of practice."[27j

His approach includes peer assessments in the provision of services,

worker contributions to determining assessment criteria, and ongoing

consultation between workers and supervisors to provide systematic

qualitative evaluations of actual practice.

(265 Lipskyi op. cit., 207.

(27J Ibid., p. 206
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Policies that would support this conception of quality control and

improvement include staff development support for peer review anu

assistance processes and professional development moaels that allow

interchange among analytic; supervisory; and service delivery roles for:

teachers. In thio approach state policymaking is confined largely to
4

providing incentives for professionalizing the practice of teaehing.

This type of solution will require a more serious investment in teacher

recruitment, through student aid and higher salaries; teacher

preparation, through more intense and practice-oriented teacher

education; and teacher retention; through. improved financial and

professional working conditions coupled with serious evaluation and

supervision.

The approach is risky for policymakers. It relies on people., and

it reties on judgments. It places more weight on the development of

client-responsive practices than on the definition of standardized

practice. It assumes that those unable or unwilling to develop

competence will be weeded out of the profession rather than have their-

/
damage controlled by,prscriptIons for performance. It assumes that

others will become more capable by engaging in the joint construction of

goals, definition of otandards of good practice, mutual criticism, -and

commitment to ongoing inquiry. It assumes that investing in staff

development, career incentives, and evaluation, i.e., in the street

level bureaucrats themselves, will improve the quality of service

delivery;

The risks on the side' prescriptive policymakingk though, are at

least as great. We have learned that many state policies have a short
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life) are vague) and tend to be based on uncertain technologies. Of the

once-popular policies reviewed in this paper; only teacher competency

tests remain at the top Of state agendas. As the true) expensive, and

bureaucratic implications of,policies like CBE and CBTE emerge) the

popularity of the policies begins' to recede, Minimum competency

testing; while still in its implementation phase (and only this year for

the first tune used to deny diplomas in one state)). no longer enjoys the

prominence which it was receiving. Early in its history, it was seen as

coming to cover the spectrum of high school graduation re4uirements; now

it has been relegated to basic readingand arithmetic skills.

While these prescriptive policies may or may not achieve their

intended effects; they always have other unintended and.cumulative

consequences. These additional effects must be weighed as one assesses

the costs and behefits Of a specific policy. In -Particular, attention

must be paid to the collective impact of policies upon the role; of

elattrOOM teabhePtpolities that in the aggregate may make teaching

less attractive) thus lowering the quality of the teaching foroe which,

in turn) causes policymakers to regulate in an effort to imprwile

education.

N
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4 THE SEDUCTION OF CENTRAL OFFICE ADMINISTRATORS
.

BY EFFECTIVE SCHOOLS.RESEARCH

The research on effective schools it quite seductive; especially

to top-level policymakers and administrators in sChocil districts and

state governments. It is sedu.ctive because it seems impeccably logical

and straightforward. And because at least some of the elements in the

prescription seem taiIor-made for policy mandates. We are told that

an effective school should have a strong principal. And who can argue

that a weak principal is better than d strong one?

We are told that an effective school shOuld have a safe, orderly climate.

And who will argue that a criMe;:tidden chaotic environment is better

than a safe and orderly one?

We learn that an effective school should emphasize basic skills. And ho

will say that ignoring basic skills is better than paying attention to

them?

We know that, an effective school is one where teachers have high"expec-
4

tations, Who would plead the case for low teacher eXpectations?

We are told that such a school 11-,s a system fOr'frequent, systematic

monitoring of pupil performance that is tied to instructional objectives.

And who.can say that not knowing hOW pupila'are doing is better than

knowing how Well thdy Ate'doing? Or _that assessing them based an things

they've never been taught is preferable CO assessing what has been

taught?

The-current generation of effectiVe teaching research tells us

similar thin-gS aboUt Classrooms; They emphasiZe basic Skills in an orderly;

businesslike environment. And thdy have' mechanisms for frequenti systematic



assessment of student performance in the basic skills. Another great

surprise in the recipe for an effective classroom is that the more tine

students.spend learning, the more they learn;

It all seems so simple. But for policymakers the ingredienttLaze

not all readily at hand. Strong principals are not a dime a dozen4

Teachers' expectations are not easily controlled from afar. Safe, orderly

cIimateS don't materialize-out of thin air; In fact; some of these

characteristics have a sort of chicken and egg quality about them when one

talks of effective schools. What is left to policymakers and administra-

tars is control -at least nominally -of the curriculum and of assessment,

ic;i tests. And, of course, the effective schools research literature

is based largely on basic skill test performance. A school is deemed

effective if students perform well on tests of rudimentary basic skills.

If one wants an effective school the answer seems self-evident: mandate

basic skills instruction and then test a lot to sec if it's happening.

There are only two problems with this straightforward prescription:

(1) the adequacy of the research and (2) the effects that implementing it

may have on peopie--who seem often to have ,a way of interfering with the

obviously correct thing that is to be done.

First, the research. Now I will not quarrel with the whole of the

effective schools or effective teaching literature. But I would like to

take a moment to note that the current gospel about effective teaching-

-1

that is, that it consists of something called direct instruction - -is not

yet the King James version. In fact, one of the major current advocates

of direct instruction" summarized the effeeFive tea ping research 10 years

/

ago and said that teachers should practice 1-ndirece ;struction. I have



seen school district inservice flyers recently that summarize effective

teaching for their teachers. Some of them instruct teachers to teach

directly; others indirectly. One recommended both in different sections

of the flyer. (Probably that was the only one that was right.) Let me

explain:

Direct instruction includes many of the characteristics that are

currently advocaeed in the effective teaching literature. As one of

its proponents explains:

"It refers to teaching activities where goals are clear to

students; the performance of students is monitored; questions

are at a low cognitive level and feedbatk to students

is immediate and academically oriented; In direct instruction;

the teacher controls instructional goals, chooses materials

appropriate for the student's ability; and paces the instructional

episoue. The goal is to move the students through a sequenced

set of materials or tasks. Such materials are common across

classrooms and have a relatively strong congruence with the

taSks on achievement tests."

Direct, instruction is characterized by single=answer questions and drill,

large group ruction, and opportunities for "controlled practice."

It takes place in an orderly, businesslike, teacher-controlled environment

Teaching behaviors thatNare discouraged include the use of higher-Order,

divergent or open-ended queStions, exploration of students' ideas,

student-initiated discourse or choice of acEivitios, conversation about

personal experience or about subject matter tangential to the immediate



objectives of the lesson at hand. Thit last set of behaviors is generally

termed "indirect instruction" and it is currently on the outs with those

who are searching for school improvement strategies that can be enforced

C

through policies.

The problem for policymakers is that- there are about as -many

methodologically credible studies that find increased achievement from

indirect instruction as ehere are that find increased achievement from

- -

direct instruction. In both sets of studies; there are a fait thither that

find that the effects of either approach differ for different types of

students, subject areas, and grade levels; This makes. the search for the

one best teaching strategy rather difficult.

A more problematic finding is that the effectiveness of these two

very distinct sets of teaching behaViors varies depending on the goals

f instruction. Many of the directanstruction behaviors that seem to

result in increased achievement on certain kinds of standardized tests

and factual examinations are nearly opposite from those that have been

found to increase complex cognitive learning, problem solving ability,

end -Creativity_ Indirect instruction has elSO:been found more often to

increase student-6' independence) curiosity,, and positive attitudes toward

school, teacher, and self.

It is futile at this point to argue which body of research is right

I
or wrong. But tight coupling of goals, objectives, content, and testing

lends itself more easily to policy mandate because it can be implemented

--at least superficially--in a concrete manner. One can mandate a Curricu-

lum, check to be sure it is carefully adhered to, and give tests. end

when this is done, test scores go up. At least some kinds of scores do.



MEP results show that

5

scores in basic skills (decoding, calculation)

have been rising for the lowest achieving group of yo, students, but

falling for high achievers. Meanwhile problem-solving ability is steadily

declining for almost all students.. NSF, NCTE, and NAEP itself argue

that the pursuit of basic skills has led to the demise of thinking.

Perhaps this is too harsh a diagnosis; But it is thought - provoking.

This research poses 2 questions. One is, what is it that you want

students learn. The other is, what will make you believe that they

have learned it? If there is one thing social scientists have discovered

that has not yet

by a performance

expense of other

been disproved, it is if bureaucrats are evaluated

measure, they will seek to maximize that metric at the

tt\areas of performance tha are not Measured. So if a

Certain kind of testing is emphasized, teachers will seek:td-maximize

their'Studentst test performance;

In a study that_ a colleague Arthur Wise; and 1 are conducting at

Rand we interviewed 'at length teachers from 3 mid Atlantic school districts

ithat have implemented mandated curricula tied to testing programs.

thirdS of the teachers reported that the emphasis on testing caused

Two .

them

to change what they teach; 1/3 reported that they teach testing or

teach -ciitettiy for the

on in classrooms?

test; Welli what dedS this mean for what is going

One high school English teacher told us how she

essay assignments or tests because the curriculum is

no longer assigns

geared toward

multiple choice, single answer competencies and tests.

that this is hurting the children

She said, teel:

rather than helping them

don't have to write their own sentences."

because they
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An elementary school teacher in another district described how

she was forbidden to use creative writing as part of her reading instruction

program and was limited to the use of one basal reader which she felt did

not meet the needs of many of her children.1\ She commented, "It seems

they're so concerned with batk to the basicsthat they hinder good

teaching at times. The teachers are very unhappy with the situation."

This teacher transferred into a Title I program where, ironically, she

felt she had more freedom to use a wide range of teOhniques to meet children's

needs.

A third teacher described how her principal made the teachers rewrite

one of the standardized tests and then teach it to the students so they

would & well when the real test was giVen. Two teachers who refused to

comply were threatened with personnel actions. The teacher we spoke to

Said, "I've spent a lot more time tih-61-1. would have been teaching doing

testing."

What is it that actually happens when a tightly coupled curriculum

is rigorously enferted? Hera are explanations from teachers in each of

the 3 school systems:-

From school district 11:

"What they have done is that they have put down every objective that

they want every child to learn from kindergarten through eighth grado;

There are volumes of objectivesabsolute volumes of objectives. Each

child has to pass the Objective at this level before he can pass the

next blijottIvo; So when I tell you that I spend absolute hours testing

these kid-Si I really feel like I hz-16 lost a lot of the math teaching

time. I had the bilOit kids in the math --the top fifth and sixth graders
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in math. I was at the top so I had to get done [testing] everything that

they Were supposed to have passed; As the system operates now, I would

throw it out . For [the concept of] capacity, for measuring letigthS

and fat weights and measures, what they really tested was whether or not

a kid understood the decimal system. It really had nothing to do with

[whether] these were kilograms and these were liters. So three separate

. .

times, along with testing decimals, I tested whether or not the under-
,

stood the concept of decimals. that was four times thait I tested.the

same thing, and that was absurd; and it took absolute hours. It was time

that took away from time that I could be doing something else. Ny other

kids would leave the room to go to music and I would get out the sheets

and start figuring out who needs what; [The amount of time I spent) was

phenomenal and therefore it was lost on other things. The kids that I

had all day long who were easier to plan for used to come in and I would

be on the floor.with this stuff all around me and they would say, All

you ever do is math.' Some days they were right. That's an example of

a program that they put in. Now the superintendent that put in that

system wanted to do it for reading. He wanted to do it essentially,

eventually for every subject that the district has; He is no longer with

us, but his system is. It is expensive and their study shows that it

makes no appreciable difference. Well, if it takes that much time and

takes that much money and makes no differences, then I say throw it out.

From school district #2:

"So much of the teacher's time is spent in things other than rea6hing:

record keeping, the rigid curriculum guide. he pre- and post-testing . . .
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and the massive record system to keep tiny little bits of it: when it

is presented, when it is mastered, when it is re-taught and reinforced

ci
and post-tested. It is just mammoth. Then that is to go into a computer.

Ve have that in the office. But they have not yet been able to get the.

children down on a computer. A greet deal of time And energy is spent

with these sort of things and it limits sometimes taking off on a tangent

of the interest of the children because you have a guide that isn't in

that direction. Yoh have to meet that guide because you know the children

are going to have to take a test.. You may really get into something that

you don't want to leave, !but] you won't come back to that thing because

the schedule demands x nu:!,ber of minutes for this and that. You can't

always teach an integrated core. I like a core curriculum where you can

really integrate everything into it. I think it has more meaning to kids;

I have only been able to do that one year. I had to have special permission

_

and that was the best year I ever had."

From school district #3:

"YoU're given a guideline and each day when the student comes to class

you're supposed to have on the board behavioral objectives for .the day

and a list of instructional aids and what have you; So that mans that

each day that yo tome in; you're supposed to have this up Oh the board

.and you're Supposed to accomplish a, b, c, whatever, in that day. It

just doemlIt work that way. I, The pressure is put on you to produce, produce,

,

and produce. The administrators come in and they evaluate it haphazardly,

they check to see are your gods up, do you meet these goals this day,

during this class period? That's really unrealistic because it depends

on the class. It depends on h w..prep(red the students come to class.



If they come prepared with what you gave them the dy before, and you

Can click it off one, two, threefine. But if they haven't; man, you

have to go over the material from the day before. Then you have to

structure what you want to do today and you may be way off from what your

goal is. It just makes it kind of rigid. I don't object to having

behavioral goals, yes, you should. I don't object to you writing them

on the board. But the idea that you should be able to produce, bang,

bang, exactly that way every day is just unrealistic. A kid night have

a question that is off the track. Do you say, "Well, no, I can't aftsqor

that question right now because I have these goals that I'm supposed to

meet; and I just don't have the time?" You have to deal with that they

leant to know when they want to knoW it or you re going to lose their

irtarest. BUt if your evaluator comes in and you have "heredity" on the

board and you're talking about ecology or evolution or som thing, well

then theY're going to mark you down, be:eau-se you're not doing what you

have on the board;"

Many teachers feel harrassed by the paperwork burden that accompanies

these kinds of programs and by the seemingly arbitrary way in Odell the

rules are enfereed. I Will give you only one example of the many

r

frustrated comments we heard from teachers who prefer to spend their time

teaching.

"Well, you have to start out for each semester, and you have to give

a full set of what you're going to cover, the goals and objectives, the

way u re going to get there, c/ass activities, and everything for the

semester. You have to write all this down in triplicate for each class.



:Then you have. to_do daily goals and objectives and those have to-be

on your board each day. Then you haVe to do your other paperwork. You

have to have a triplicate for each of your classes. In other words, say

you teach three geography classes. You can't just do one for the three

classes. You have to do one triplicate report for each of the three

clas1;es. -We also have daily attendance reports. I keep my roll on a

.

form 39, I think it is; I-take my attendance for each class and homeroom

.

on this roll. Then for homeroom I have to copy it over on attendance

.

cards. We also have to fill out a form 50, a little white sheet where you

put Who's absent that day and send down to the office. At the end of the

month'you also have to fill' out a form listing any student who has been

absent more than two days--you have to but their name, age, and home

address and phone number and send that to the office. Now you also have

to send an individual form each time any student is absent any more than

two days from ycur home room. You have to fill out an individual form

and send it to the office. Now why the monthly form couldn't be used

for that I don't know, but it can't be. You have to do an individual one.

Then, after you figure up your grades you have to put them on your computer

forms. You also have to put the attendance on those. that's five

different things with theattendance on FOr our [curriculum] paperwork,

we have to submit it and it has to be OK. Well, the first time we did it,

most of the teachers had theirs returned, saying they weren't adequate and

to do them over. The first time I did it, I did it the way I planned to

teach and what I planned to do and I was told it was completely wrong,

do it again. So I went to one of the social studies teachers who had had

hers approved the first time and I took and almost copied hers basically



word for word and turned it in. It still wasn't right; even though hers;

had been approved the first time. So I went back and did it a third time.

Basically I did it over like I did it the first time, the way I planned

to do .it anyway; and I turned it back in. Not only was it approvec4 it

was highly recommended and I was told would I please help some of the

other social studies teachers with theirs. This is the kind of thing that

nobody knows what is suppoSed to be done; One person will approve it, the

next person will disapprove ihe sate thing: It'8 just a bunch of bull.

The way it's being done, it is'Aised more as a punitive measure than

anything eIse. People are looking at this and they're saying, Why? This

is supposed to be an aid, it's supposed to help me teach .ehe students.

Its not supposed to be something somebody can hold over my head." I

ktib0 two teachers it has caused to leave and I know of one Who says if he

can find a job; heill be gone at the end of this year."

We found some few teachers who appreciatee the curriculum programs

because they said they noIonger had to plan for their classes or worry.

abOUt Making up tests. It is easier they aid; not haVift to think about

it. owever, most of those who talked enthusiastically about their students

and the excitement of teaching felt they were being pushed to leave the
\ -L.

profession. We found ourselves wondeiing what eTcts a rigidly enforced,

standardized program with a detailed reporting sys cm might do to the

quality of teachers attracted to and kept in the profession.

When we asked if there were any' school policy that would. make teachers

consider leaving teaching, 45 percent of our sample said that increased

ttatidardiatioa of the curriculum or prescription Of te.ching methoas
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wouid make them leave. Most said they were already considering leaving;

Here are a fewof their comments:

'21 feel sorry for any teacher who is interested in. teaching; It

is going to be much worse in the years to come. For those who like the

record keeping--and there are plenty of them q. pathetic teachers but great

record keepers--this would be a way of theii moving up the ladder. It

will help them. It won't help the-good teachers. It wiII'heIp the

people who teach by the book [because] it is safe and it doeset require

any imagination. I' t

"The only thing that would make me leave teaching is if they ever

computerize all these objectives and I have to sit there and check off

forms for 38 kids and 250 different objectives. I think if it got down

to that, I think I might resign simply because I youId feel rife t was

spending more time on forms than on kids."

"Ny most basic concern right now is what I'm seeing happening to

education in this district. I'm seeing many more restrictions than

there. used to be and not as much innovativeness; Those things concern me

[because] I think we need to keep looking at the individual Child. I

thlak we need to retain a certain amount of creativity; We're talking

about back to basic don'tSent to see the creativity lost. I'm

afraid that that's happening in some situations. Innovative/teachers

are being squashed because of this back to basics. I'm wondering if

this is coming from the district, if they want this kind of thing going

on. If they want to take every bit of say so away from the teachers.

think so because the emphasis seems to be on objectives and goals and of:en

times they forget about the children who are involved in the learning

\ 7



process. They just set up these things that they think shot-Id be covered

and then spend a lot of Loney on equipment and materials to cover these

goals. If you ask most any teacher given a choice of new materials or

smaller class size, they'll take the smaller class size any day. Any

creative teacher can use those materials and change them in such a way

that she can manage and get by. I feel that a lot of time in this district

is spent on writing goals, writing curricula; revamping curricula;

using a lot of paper and a lot of time and a lot of jobs'dolng.the same

thing every year There is scme friction there because the child is

oftentimes not even considered. If this continues, the county is going

lose its.best teachers."

What does all of this mean for encouraging effective schools and

effeetiVe teathitig? -I don't think it necessarily suggests that having

/*".

goals and objectives and strong basic skills instruction is prong. I

think it SUggeSts that one seeks to improve teachiti is as important--

probably more important--than what one's goals and objectives are.

Creating people }goof packages for improving instruction, and then establish--;

its elaborate accountability systems may have the effect of helping the

leaSt competent or committed teachers; but may also have the effect of

driving the more competent and committed teachers out of teaching.

Depending on hbt-,, it is implemented; it may also have the effect of

rewarding principals for managing paprwork rather than managing people.

As one Leacher remarked:

"The principals have gotten to the point now where they have no

time to spend really seeing hpw the school is run because they ate stuck

in their-offices filling out ten thousnd more forms for somebody else

to shuffle.'



A good principala strong principal- in most teachers' views-is

. - . . .

one who keeps the bureaucracy off their baths, gives them material and

psychological support, and then lets them teach in their own ways.

I think this is consonant with the effective schools research, but I

think many who would apply that research view a strong principal as one

who rigorously enforces district policies.

`Just this morning an article appeared in the Wall StrcetJournal

entitledit "Inner City Sch6Ols Lift Standards with iteli; of Strong

Principals." Two principals in Baltimore were highlighted as having

dramatically increased their school's achievement test scores and having

crcnted not only an orderly climate but an academically exciting orie.

What did _they_ do? Both estaWished and enforced rules of discipline

and class attendance. Beyond that, the first-who is considered "a hit

of a renegade who often ignores bureaucratic procedures" brought in master

teachers to guide other teachers and to find special teaching materials,

and she brought iu innovative, creative teachers while /encouraging

effective teaciNrs;-..daready in the school and getting rid of poor ones.

She lobbied for an advanced ;::,Aer.it program (in a school with most of

the children in free- or reduced-price iiirreh programs) full of nOn-basi

subjects taught in non-basic ways.

The second principal believes 'in giving, teachers "a disruption-free

environment" and then a great deal of latitude in how to teach. Be says

"theie is no single method of effective-teaching.," Be does try.to

encourage teaching that. increases Students' "ambition, curiosity, and

reasoning power.
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trli final recommendation from my research and my knowledge of research

on teaching is that creating effective schools requires a great deal

more attention to people than it does to curriculum policies. Teacher- -

and principal -- selection; retention, and evaluation are critical features

of districtlevel policymaking. These activities should be given as much

time and financial support as curriculum and testing effortS, and they

shrUld focus as much on the support of outstanding people as they do on

_ _

the control of less competent people in the system. In fact, teaching

,policies should be designed to find tha.a outstanding people before their

frustration drives theM away and give them as much autonomy and freedom

to\perforth as the system can possibly tolerate.

It is often difficUlt in large organizations to create and enforce

policies that deal selectively with problet-LS of non performance and good

performance; It is diffieUlt to allow autonomy for the-se who need it

while Jenling with inadequacies that seem to result from too much. autonoMY.

But until we know unambiguously exactly what teachett Must do to be

effeetiVe or what a principal must do to be strong, we must rely on the

judgments of those who are energetic and committed at the school level

and find help for -those who seem to be floundering or encourage

:them to'find a more suitable line of work. If iM try to force them to

do what some-researchers or
administrators think is best, we will succeed /

, .

only in discovering more quickly and painfully the limits of research L

.

and the'dysfunEtional consequences of administrative controls.
I
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SCHOOL REFORM HY TEST SCUR-E: -A LOGICAL EXTESION OF
/ kM0I-cP1 PbtICIL-FOLLY.

-713-3;

Linda D rlin-HaMMend

Dallas superintendent Linus right has recently devised a

remarkable answer to the quest for better teachers and better teaching.

Beginning this year, the Banal merit pay ;plan will award salary bonuses

to teachers on the basis of s u ents' sthndardited achievement test

scores: Eschewing other for s of teacher evaluatic,n because of their

exp nse and subjectivity) D IlaS has Isade seDve3 the single measure

of /teacher competence. This move is notab.4 because it is the fF)nthest

exension .thus far of theicurrent logic of American ed,ocational refenl.

The Dallas plan is only one .L a rapidly Proliferating group or

cform proposals triggered by the recent series of Con;ission reports

'eploring the declining quality of American education. The reports have

spurred dWide=ranging debate on the qUeSion of how to achieve

/
ducational 6X-de:Ilene Unfortunately, two other important questions

aye been largely ignred, namely "What is excellence?" and "How do we

now when we've got ft?"

This is a curious situation, which, in Lewis Carroll's words, is

ing curiouser and curiouser as the reform movement gathers speed

. _ _ _

without pausing to !define its goals. The Wonderland quality of thiS

the.. fact that, althoUgh numerous concepts of
mover t results from

"exce4ence" have been advanced, only one measure of excellence is used

\

to fraMe the deb te, That measure =-= student scores on standardized)

multipl choice achievement teats -- is used to establish that we don't

have exc hence/now, and it will be the means for knowing when we have
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excellence once again.

- 2-

1_

There is only, one prole with this measure. It

is largely unrelated to most of the things that we say we want when we

set out in puruit of educational excellence.

Educational excellence, according to the Commission reports,

involves the teaching of "higher order" intellectual skills, such as,the

abilities to analyze, draw inferences, salve problems, and create. It

entails abilities to speak, write, and reason intelligently; It

includes proficiencies in advanced science, mathematics, foreign

language, e-nd
9the hmanities and the arts. In short, edur

excellence is different from educational mediocrity because it

emphasizes students' ability to think well and perform cha Trilfg.ing tasks

rather, than merely-decode and compute.

Using standardized testa as the sole measure of edueatiorsk

excellence, however, confuses the medium and the message. The measure

is ill-suited to the goal.

Standardized, multiple choice achievement tests do not, of course,

measure reatyity. They assess one's ability to find what someone else

has already decided is the one best answer to a predetermined question.

The tests do not'measure the most important aspects of problem-solving

ability -- the ability to consider and evaluate alternatiVe

explanations, tospeeuIate on the meaning of an idea based on first-hand

knowledge of thd W6Pld, to synthesize and interpret diverse kinds of

infOrmationi to develop original solutions to problems.

Moreover, the tests de not really measure performance of any kind.

Performance, of course, means the ability to do something; it is active

and creative. Recognizing a correct answer out of a predetermined list

of responses is fundamentally
different frem the act of reading, or



writing, or speaking, or reasoning; or dancing, or anything else that

human beings do in the real world;

Being able to recognize misspelled words and identify synonyms doea

not necessarily mean that a person can write coherently or even

gramatically. Being able to conjugate verbs or decode passages in a

foreign language does not mean that a person can speak or write in that

language; The Oc;srse of these statements is also true. One can speak

a foreign la niu0 fluently without understanding what it means to

conjugate a ve .), or write well without knowing what synonyms are. It

is even true, asfthe International Reading Association concluded

decade ago.; that one can master the subskills tested on standardized

tests of reading achievemen, Y.411:out being a good reader, and vice-

Versa. That is, there is no tlearcausal connection between an

identifiable group of Subskills and the actual act of reading.

Standarcazcd tests do measure Something. They measure the very

particular raoosnition of some very particular skill applications pretty.

well. --They can tell you if a test-taker can recognize correct

punctuation or spelling, if he or she can find what the test-maker

considers to be the topic sentence in a paragraph or the correct answer

to an arithmetic problem or the closest synonym to a given word. They

will not tell you the full range of a child's achievement even in these

areas, however. Because of the way the tests are constructed, they

don't include questions to which too many, too few, or the "wrong"

subset of students know the answers. In the final analysis,

standardized tests turn out to be a very narrow gauge of what students

actually knOt4t either individually or collectively.



1)espite these limitations of standardized tests, we have adopted

them as the single relevant performance measure for schools, students,

and teachers. We use this measure because it is cheap easy, And

convenient; It seems to he objective. It is a nice tidy Variable for

data collectors, decisionmakers, and the media. It is more simple than

spending the time and energy to make complicated human judgments about

what students are learning and teachers are teaching. We use this

measure increasingly to make decisions about students, about educational

adequacy, about how to design the curriculum, and about how to manage

schools. In Dallas, it will be the sole measure of teacher competence.

Unfortunately, when standardized tests are used as management

control devices, rather than as sometimes useful sources of infertation,

a set of bur.eaucratiC incentives is created that distorts the

educationriT proocss as well as the curriculum. Rather than being a

sample of what studentS knOW, test items soon bedome the universe of

what is taught and Iearneth This is true not only of the topics that

are tested but also of the types of thinking and the modes of

performance required by the tests.

Researchers are beginning to discover that, as more and more

important decisions are based on test scores, teachers are more likely

to teach to the tests, for the tests, and the tests themselves. The

.MOPO a school district designs its curriculum around-standardized t sts,

the le8S teachers are encouraged or even allowed to spend time on

nontested subject (science and social studies are big 16:;Ct.t here,

along with the arts) Or on nontested activities, such as ::rt

'speaking, preibleth=telving; or real reading of real books.

l4



After recently completing a massive study of over 1000 Adleriean

classrooms, John OoodIad confirmed that this is just what has happened

in our schools. He found that students listen, i,er,pomi briefly to

questions, read short sections in textbooks, and take multiple choice

quiz-es. They rarely plan or initiate anything, create their own

products, read or write anything substantial, or engage in analytic

discussions. In Goodlad's words, we have drowned out the message that

"there are goals beyond what the tests measure" and that "pursuing these

goals calls for alternative teaching strategies." That many creative,

innovative teachers are frustrated with this state of affairs seems to

trouble teSt=Uaing,policymakers not at all.

The Dallas school administration has only extended the logic of

American educational reform to its outer limit; Having forgotten the

hiSto:1 of Wonderland, they seem doodee to repeat it; te6use this

history is not well-remembered, I will retell a bit of it here.

Once upon a time in Wonderland, a prestigious national commission

0
declared that the state of health care in that country was abominable.

There were so many unhealthy people walking :around that the commission

declared the nation at risk and called for sweeping reforms. In

response, a mJor hospital decided to institute performance measures of

patient outcomes and to tie patient dismissal decisions as well as

doctor's salaries to those measures. The most widely used instrument

for assessing health in Wonderland was a simple tool that produced a

single score with proven reliability. That instrument, called a

thermometer, hrd the added advantage of being easy to administer and

record. No one had to spend a great deal of time trying to decipher



doctors' illeEible handwriting or soliciting their subjective opinions

about patient health;

When the doctors discovered that their competence would be judged

by how many pf their patients had temperatures as measured by the

thermometer as normal or below, some of them complained that it was not

a very comprehensive measure of health. Their complaints were dismissed

as defensive and self=serving. To ensure that their efforts would not

be subverted by recalcitrant doctora, the administrators then specified

that subjective assessments of patient well=being, such as the reported

presence or absence of pain, would not be used in making decisions.

Furthermore, any medicines or treatment tools not known to directly

influence thermometer scores would no longer be purchased by the

hospital administrat±en.

After A year of operating under this new system, more fieionts were

dismissed from the.hospital with temperatures at or below normal on the

thermometer. Prescriptions of aspirin had skyrocketed, and the use of

other treatments had substantially declited. Me.* doctorS had also left

the hospital. Heart disease and cancer speciaRsts left in the greatest

numbers, arguing obtusely that their professional obligation to their

patients sonehal required them to pay more attention to other things

than to scores on the thermometer. No one understood what they meant by

that, and since thermometer scores were the only measure that could be

used to ascertain patient health, there was no way to argue about

whether they were right and wrong.

Some years later, dur:;.ng the centennial Wonderland census, the

census takers discovered that the population had declined as mortality

rates had dramatically increased. As people in Wonderland were wont to



doi they. .:;hboics their heads and sidiOdi "Curieuser and eiirietSer. n And

they appointed another betbiSsion.

77
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I. THEME FOR: TEACHER PROFESSIONALISM: A RADICAL

APPROACH TO IMPROVING SCHOOLS

As the public and Policymakers lost confidence in the public

schools, they legislated learning and bureaucratized the classroom;

2. As policymakers sought to Create and impose _tandards through

exturnaliv managed testing programs, etc., they b gJa-1 to make teachers

practice their craft in ways which prevented them from serving their

clients as they saw fit. Thus, bureaucratization was associated with

the deprofessionalization of teaching. Standardized testing and

standardized curriculum Ic.-Ids to Standardized teaching which, almost by

definition; does not meet the needs of students as perceived by teachers.

3. These conditions of teaching work have made growing.numbers

of teachers, especially the more talented, become dissatisfied with

teaching. They have also made it difficult to attract and retain

talented young people. Low salaries and new career opportunities for

those who traditionally formed the talent pool for teaching have

exacerlr,ted the problem.

4. Bureaucratic controls as a substitute for public confidence

in the talent of teacherS leads to a downward spiral. Because policy-

makers have not trusted teachers to define the cv.rriculum and certify

vhen students have learned it, they have made teaching less tenable.

5. The choices for policymakers are two: (1) continuing efforts

to find better bureaucratic controls; and (2) a new approach which will



attract more talented people to teaching. This will permit the public

to have confidence so that teachers can make professional decisions.

6. There are tb.gidtibl issues; however; The schools are public

institutions which must take direction from the public. Hence; we

must find ways to establish and impose' standards which do not interfere

with teacherS' professional judgments. And/or; we must reform teacher

education;6artification; and<vallion so that they reinforce a

Standard of r -,,sional.practice which is accepted so that all a

school board need deCide is which courses to offer;

There are as we willsee a variety of means by which policymakers

may try to improve education. Leaving aside; for the 'moment; the

content of instruction the means require regulating who can teach;

regulating the process of teaching or regulating the outcomes of teaching;

that is, student learning. We argue that regulating process or outcomes

inevitably creates a more elaborate school bureaucracy which inevitably

must fail to achieve all but the most trivial goal8 of education. Goal

displacement Will force attention to the goals Which are measured. Not

141only does this attention crowd out the unmeasured goals; it even dia=

torts the measured goals as the test items or test ceases to what;

a student knows (the traditional function of tests) but becomes the

universe that he will be taught. Rogidation of outcomes alone is enough

to cause some good teachers to become frustrated with teaching; But

when. it'iS coupled with regulation Of the teaching process as when

methods of instruction are preStribedgood teachers are\driven from

the field. Bureaucratization then is'aoubly destructive; \

A second approach fcr policymakcrs to impro e education is to

better regulate who can teach. If policymakers can come to have confidence
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in who is teaching then they can allow professional controls to operate;.

This will require:

Reforming teacher education so that it is intellectually'

rigorous and actually prepares people to teach;

Reform teacher certification so that prospective

teachers must prove that they know their subject-matter

and can acf:ually teach.
. .

o Clarify the role of the teacher and the adminiStrator

so, that administrators facilitate rather than manage

teachers.

.o Commence recruitment efforts so that some talented young

people will enter teaching;

o Institute rigorous evaluation procedures so that incom-

potent new teachers are eliminated as-are experiAltedi

. _

teacher§ Old cease to perform competently.

o Institute a career progra2slon 80 that those competent

teachers who choose can exercise leadership without

ceasing to be teachers.

o Valme ,e teaching of independent thinking; creativity;

problem solving; and writing rather tnan,performance

on tests Of basic skills;

o Institute procedures which allow teachers to enforce a

professional standard of practice.

The last becomes the quality control .acchanism. If policymakers can be

assured that a quality control mechanism is operating,ithen bureaucratic

.regulation is rendered largely superfluous.
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Course requirements mandated at either the state or local ..level

communicate general content expectations to teacherS. The standards

Of ljtattice communicates not only proper instructional strategies but

also spOr7Lfie course content expectations. These, of course, are under

continuous evolution as knowledge is' generated and transi9ittcd.
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TEACHER EDUCATION

Teaching remains one of the few career:, requiring a college educa-

tion for which aa undergraduate degree suffices. The undergraduate

program combines liberal arts courses, education courses (e.g., cduca-
/

tional psychology), methods courses (e.g ,,teaching reading), and practice

or student teaching. The preparation fii'r teaching is thus combined with

the traditional liberal education function of the undergraduate years;.

Criticism abounds. Professors of education complain that Prospective

teachers are neither liberally educated nor adequately prepared to teach

specific subjects. Prospective teachers complain that they do not feel

adequately prepared to teach; experienced teachers -complain that they

were: not adequately prepared to teach; The public; policymakers; and

school board memhers do not haVe confidence in the graduateg, of teacher

education programs.

There are a few suggestions for reforming teacher education, some

of which are contradictory. Some believe that teachers should be well-

educated in the liberal arts, so that they can be better trmitters

cultural and scientific heritages. Others believe that teachersof our

shoul be fUlly grounded in the subjects which they will teach; History,

teachers should have at least undergraduate majors in history, if not

masters degrees in history; Elementary school teachers should have

solid courses in all fields taught in the elementary school. Some

believe that tittle or no preparation in pedagogy is required; others

that preparation for teaching should be extended to five or six years.

Some believe that preparation should be postponed to the graduate level

so that schools cif education can function more like other professional



schools. ()theta believe that clinical or practical teaching experi-

/

enAs should begin very early so that unsuitability to teaching can be

discovered early:'

One alproach is t-t, extend the teacher preparation system already

_ _
in place; perhaps by creating a combined'bachelor simaste

,
s program;

unniilg five or six years; This would accommodate most of the Ord-ceding

suggestions. It Would alloy for more courses in liberal arts, subject

matter to. be taught; education, methods, and pract4e teaching. It would

OCO-OMModate_early exposure to practice teaching.

It Would, however, require an ear3yccarer decision by a college

student; Those interested in teaching would have to eoiimiit themselves

eatliet_than their peers interested in other-fieIds. Conversely, thbae'

who subsequently decided to become teachers would presumably have diffi-

culty entering: the teacher preparatiori process.

More significantly; though, this approach, with liberal education,

professional edUcation; and practice teaching intermingled; might be

seen as only a modest departure from current practite. Itidoed for

thus :,opposed to the current practice, it would be seen as more of.the

same. If the number of education and methods courses were increased,

then those opposed to current practice would see it as even more of the

same.

While the approach Sketched here is inherently neither bureau-

cratic nor professional., it is an approach which would not detract from

_______

the int-in-thee of schools of education; indeed, it would increase-

To the extent that the low prestige of teaching is assoc- .rated with the

low prestige of schools of education, this approach will do little to

enhance the prestige of teaching.
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More subtley; and more profoundly, however, tflost'associated with

schools of education sometimes coatribute to a bureaucratic conception

of teaching. Some characterize teaching as a science; thus suggesting

a prediCtable relationship between educational Means and educational

ends; A belief in the existence of such relationships predisposes

school. Sy:ItemS to -4-doPt and teachers to accept bureaucratic routines

intended td :,ter known educational cads. Some help to devise

rationalistic approaches to teaching such as competency..based education.

These to used to give substance to bureaucratic routines; ,fang emphasize

rational planning prOCeSS embodied in lesson plans. Acceptance of

the process (which begins with formal-statements of goals) is compatible

with the hierarchical imposition of goals. Some emphasize the importance

of standardized testing which permits external evaluation of the ts*Otk of

teachers; In short; to the extent that educational methods loom larger

in the preparation of teachers; there exists the possibility 0-lat

teachers will he taught techniques which reinforce a bureaucratic con-

cept:icn of -.teaching;

An alternative approach to extend and modify the teacher prepa-

ration process by requiring an. undergraduate degree in the liberal'a.rts

as a condition for entry to a master's program in education. -This

approach wouldalso accommodate many of the suggestions listed earlier.

It would allow for more (.rses in liberal arts) subject matter to be

taught; education; methods; and practice teaching. would not, however

allow for early,eposure to pradtice teaching;

The approach would? howeyer; defer the car-cier decision to a later

age--n -stae comparable to the stage at which entry to other professional



education also occurs. An incidental effet, and possible benefit of
[

the approach, is that it would make teacher ec :ion more comparable

to otner types of p ofessional education.

More significan thou h, this approach would intensify liberal

arts and subject mattc preparation. Presumably, prospective secc.ndary

school teacheis would major in the fi Ids in which they night wish to

teach; TrospeCtive elemkary school teachers might in any of the

liberal arts with some ci \oosibg fields to be taught (e.g.; English)

1

\

and others choosing fields\that might facilitate teaching (e.g.,

psychology). The effects of this approach on teacher supply in the various

A
disciplines,is hard to predict. College freshmen who are considering

teaching as one of several alternatives would not be deterred from

teaChing by being force .o make an early ca ler decision. College

seniors who were cons: teaching as one of several alternatives

might 17e lost to teaching by net 7,7..,ving been ferce%! to make an earlier

career' decision.

The approach would be ... th as enhancing the ...ubstantive background

of prospective teachers. To besure, some schools of education,

e3pecial: ,r prospective secorriary Gchool teachers, rely on liberal

art:;: departments for subject patter preparation but many do rot. More-

1

ovwc, many schools have substantive courses which a:( especially targeted

at prospective taachers. In general, the approgch would increase the

exposure of prosp,ctive tear. ,rs[to courses which are clearly designed

for liberal arts majors. Subsequently; these liberal arts graduates

Will enroll in schools of education for education and methods courses

and practice teaching.
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While the approch sketched here is inherently neither bureau-

r.ratic nor professionali t t u0ght dirAiniSh the influence: of schools

Of education, and certainly would diminish the time over which their

influence is exercised. TO the extent. that schnols of education promote

an inappropriately rationalistic VieW of education$ this approach would

faVer a professional conception of teaching. Moreover, when this

approach is coupled with reformed certification procedure (Lo be

described below) schools of education will, be sharing control over

entry co the profession.

8



TEACHE!: CERTIFICATI=

Until recently; the certification of teachers was more or leSS

automically associated with graduation ft-OM an accredited school of

Education. A person who .i-J663sfuily completed a prograt Of teaches

preparation in a SChbel atcredited by an accreditation asSOCiatlen

and/or approved under a st.te approval prbgraM was certified LW L616h;

Recently; there has been a trend toward the use or standardize. test:-1

for certififation. Net only does the candidate have to be graduated

Er= an accredited school; he or she must pass a Standardized t.st which

purporteHy deMhttrates that the candidate is competent to be a teacher.

The most widely used test is the NAtional Teacher Examination of general

ed:!':ation (liberal arts) professional edUCatien and specialized subject

areas. The standardied tests na7e been impose by scat' -ts a a means of

ensuring competence in the tetithing forte Thu legislativessure for

improving the quality of the teaching feted .ShoWS ne signs of abating

in titi near fw-orc.

As we conteMplate alternative approaches to teacher ertif.f.catron;

.

it toy be important to exaMin the tempOtients of eff.'ecti. teaching.

Teacl2ers must know the subjeatmatter that they arc to teach,. They must

know how to teach ,_hat subject matter. Knowing :iota to teach is also

deen, at on an abi -o relate to students. And it would help if the

reacher is generally -- educated.

Tests are effective for aFxertaining certain of these cnmpetencies

but not effective for asertaini. )thers. Testt are reasone indi-

cators of cOMPe*AniCe in CJ-illjett: matter and ger.e.:ni eduCation. Common



sense bears this out; the public believeS it. Practiting teachers

bello.t. that ra rest of academic competence is a good ide- Because

tests are accepted as the me,-,:i,:ore of cognitive knowledge; teachers'

scores on tests of cognitive knoWledge are taken aS'prita facie evi-

dence tnat the teachers 'snow the subject matter being tested. While

the equation is open uo some dd8otte (tests are a less than perfect

measure of what a person knows), the equation is so widelKrfaccepted

that it appears likely that its use will grow.

Test c of pedagogy are another matter. Research has so far failed

to produce the kind of evidence necessary to link specific ter,7her

actions with Specific student learning. Absent sc-11 a research base,

it is not surprising that tests which purportedly measure teaching

competence (based on knowledge cf pedagogical techniques) fail to pre-

dict teachIng performanec- Teachers themselves do %LA r.t!lieve that

tests of pedagogical knowledge predict teaching perfot,aan,ie. Conse-

quendy, while tae use of statewide testing for teacher certifiration

is spreading, its use is not jttstified;

More subtley and insidiously, the persisterce of tests of peda-

gogical knowledge are inevitably based upon the belief that there is

one best ystem" of teaching. 2Jvocates of testing will urge that

even if a current Of the test is less than perfectly reliable

and valid, further research will improve the test. Meanwhile, search

for the one beSt system of teaching goes on. The Wzief in the ultimate

discovery of the one best r.vstm is, of courne comp.itihie with the

bUteiutratit c-naTtion Oi is a sear ca for the procedures

1;ack.
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to be prescribed by the Manaer8 of the bureaucracy for the emploees

of the bureaucracy.

'n. alternative to tests of pedagogy for certification would be

assessments of on-the:=Teb PerfOrMante. Under this approach a teacher

would not be fully certified until he or she could demonstrate competent

pertorrvince at tehiog. Thus, a person would not become a certified

teacher for some period of time (one to three years) until after

tradUation from a school of education.

For practical reasons, the locus of the certification decision

would thus shift from-the school of education to the employing school

district. While a variety of. actors and,evdluation procedures might be

involved, one will be deSeUssed here. Many of the standard approaches

to teacher evaluation. are based upon procedures in which a supervisor

briefly observes a teacher. and checks off list of desired teaching

behavior; This approach has never been validated through research. AS

an alt ortlatf.-e; ri Sri which one or more experienced teachers work

With and the. a new teacher can be deViSed. In such a

the experienced tea-chez:3 can enforce proper standards of educatietal

practice. The importance of this appreath is that it does not rest on

the currently indefensible posture that there is one best system of

teaching. ;,.perienced teachers can excricse judgment concerning whether

a teac''er earl teach. They can jur!i:e whether the teacher has masteed

the various methods of ins1-5ction and them appropriately. There

can be he recognition different teachers may favor difterent

methods and that different Students require different methods. There

C 911 be re-cognition of the .--1.7.hool systL,m'S role curricultm.

Flexibility c:Iu. be accord,A the new teacher so long as he or
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violates the expectations of the district nor the Standards of

practice.

Obviously, this appreath places the enforcement of standards of

educational practice and the certification deciSion in the hands of

teachers. Moving these deeisions away from schools of education is a

by-product of the belief that t1:0 best vJay to find out whether a person

can teach Is to watch them attuully teach. ThiS cannot be tested in

artificial settings and more importantly cannot be fairly determined

1)ntiI a person has.had.n ade-citate ::uperviscd internship; While this

approach does take time, Ind some studentS will be exposed ,) inade-

quate instruction, tWO protections will help to minSmize the damage.

First; new teachers will Stijl have to undergo super'ised i$E6d;iiif

teaching as part of their school 67F 646tiente; those obvious'!

unfit to teach Should be eliminated by 'ond, the

approach calls for intensive supervision of n=-'w .s :ay ,:xperience.

teachers. Thos., students will have an additional protection against

the effects of not-yc,t-tOmpetent or incompetent new teachers;
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B-ETT-Ell ER S !".ANW1S?

Recent commission tettL zidvocpce a means by which

to improve education. Perhaps each of the reports a co-

here:: Philosophy or framerk, each makes recoMMendatiOnS tame of

which are internally inconsistent. One example, from the Education

Com::lission of the States' Action for Icellence reveals a possible

inconsistency. On the one hand; the report recommends that states and

localities "e:-:p/ess a new and higher regard for teachers and for the

p2..-olosion of teaching, (ep.)asis added). Three pages later the repo.,

recommends that the school principal In each sehadl be ackowledged as

-**
she school's leader and as the manager of its instructional program."

The prevailing :onception of the principal's role as informed by the

"effective schools' literature would contravene a professional con.-

ception of teaching. The report advises:

The principalshould be freed freth diStractions; encouraged

to -give priority to improvingclaSSrOOM instruction; given

sufficient dittetion_over personnel and fi.SCalplanning;

and put squarely in tharge_e_maintainin the school's

morale disejptine and academic _quality This mean' that

in many places; Eh-6 Orevailihg definition of the principal's

rolemugthe changed to put the principal squari.tly in charge

Of <dtieitional quality in each

hst strengthening the principal's role in this manner implies that the

principal is to be in direct control of teacher work activitie3. in

p. 37.

p. 40.
***

P. 40.
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this conception; the principal treats teachers as laborers or as

**
bureaucrats, employees whose aetioris are to he governed by rules.

But reating teachers as professionals implies a very different

role for the incipal:

For teachers to Work as_professionals; principals need

to view themselvcIs aS"-admin.-istrators." Effective adminis-
_,

tration involves the maintenance of adequate support sOtVitb8
(such as budget making; food services, transportation; etc.)
and the articulation of a system of ethiCal norms which are
expected Lb support professional worn structure need to
under-stand the details of support service eperations and to

know how to keep_thcse_support_.§ervices functioning
efficiently; Rather than Personally evalUating_teather job
perfortunce; principals being asked to adopt this view of
teathing_teed to be trained to organize andimplernt a
system of .0-66i. review. ProfessionalteilChersneed to believe

that they haVe a formal responsibility for evainatiOn of their

peers in order to prevent_malpractice and secure public re-

spect for the PrOfesSiOn.*"

Thus; it is not enough to say that we should improve education by

improving the or the performance of principals and teachers; At

one level, of course; the recommendation is unexceptiOnabIe. At another

leveli,however, We see that ve must choose the role which we expect

teachers and principals to parft.

The bureaucratic and professional coneepions of the teaching rote

contain different expectations of teak-hing The bureaucratic

conceptiOn iMPlieS that curriculum planning, is done hy.admtnistrators and

8pCeialists; teachers to iiiiPlement a curricum planned f.or then.

SuperviSibn O: teachers work is f.:onduCted by superiors whose job it is

M:i.tchell and Krrchner; p. 235.

* * *
Nitchc.11 at \crch[;:r, p. 236,
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to make sure that the teacher is implementing the curriculum. The

product of the teacher's work; that is student learning, is to be

inspected through examinations prepared by others, sometimes administered

by others; and always graded by others. In the pure burearatic con-

ception teachers do not plan or inspect their uork; rely perform

it.

In the professional concon. of teaching work, teachers plan,

conduct and evaluate their of Teachers anticipate the needs of

their students; assess the re: which arc available, take cognizance

of the school system's goals, and decide on their instructional strategies.

They conduct inL:truction, modifying their strategies to make sure that

their instruction meets the needs of tneir students. And they assess

whether the students have learned; reporting through grades and report

cards to students' parents and school officials. Supervision of tear.tiers

is conducted largely by peers who rake sure that appropriate standards

of practice are being employed. Where there is schr;o1-wide or system-

-
wide planning, teachers play a major role.

In reality, school systems, in varying degrees, operate using a

mixture of bureaucratic and professional conceptions of teaching,

creating for the teacher the classic dilemma of the "street-level

bureaucrat":

The, essence of street - level bureaucracies is that they re-
quire people to make decisions _about other people; Street-

level bureaucrats-have d..scretion oecause the nature of
service provision calls for human judgment that cannot be

programmed and for ',en machines cannot subst:Aute.

Street-level burcauc 4ave responsibility for making
unique and fully app,.priate responses to individual .



-client; and their situations. . . s, ,zonsiderations

cannot_bo sensibly tranlatcd into .!Ttive agency,
guidelines, although it is on behait it agencieS

that street-level bureaucrats are accountable to clients.

it is a contradiccie4 in tetMs to say that the worker

should be accountable to each client in the fashion

appropriate to the presenting case. For mo accountability

Gail exist if the agency does not know. Ivhat response_it

prefers, and it cannot assert a preferred response
worker s,hould be Open tO the possibility that unique and

fresh responses are appropriate.

he dual accountability of the tencher--to student and to agency --

consumes a lot of the teacher's energy. For the last two decades,

i;CheOlS have been becoming more bureaucratici a development which has

not produced the Learning which tour policy system desires. the

policy system confronts the prospect of change, it ought to decide

0.0thdr it vents to promote a bureLncratic or professional conception

of teaching because, as we discuss lclow. each has implications for the

kind of teaching force which will be r.zeded.
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TEACHER RECRUITMENT

Although _for the last decade there has been a general surplus of

teachrs, shortages of mathematics and science teachers now_exist. Spot

shortages of other type§ of teachers have also begun to develop; Due to

demographic; social and econeMic trendS, a general shortage of teachers

appears likely by the mid-to-late 1930 s. During the last decade, the

quality of those entering the teaching force has been declining. With-

out major changes in society or the educational system, the trend is

likely to continue.

The declining talent pool for teachim is perhaps more troublesome

because it points to profound problemS in °coup:IL-lapel structure of

teaching. Among those who are "recruicee: education as a line of

vork--(Z-duentiol: majors-an those ii) have :aught in elementary or secon-

dary schools), those bo ,ctualiy enter and remain in teaching tend to

bc the least academically able (Vance and Schlecty, 1982). That is,

1,-ecru;.ts do' root end Up' taking a teaching position and "defectors''

.wive after a few years) aregenerall mlit0 academically :able

then the-se Whe enter and stay in tIv?. teaching force. As. Vance and

Schlecty observe, 'Teaching is an occupation that selects by attrition.=,

:ring persons are less likely to eater and more likely to leave"

(p, 19). Their wort: polmts to the interrelatedness of the processes

determining thu pool of teaching talent comprising the teaching force,

from occupational choice fnrough training, certification, hiring, ancL

retention.

Our own research' suggests that the more ar:ademically-oriented

:-.pacifiers are more likely to chafe under the constraints imposed by
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bUrnucratic manap.ment of schools. When teltbitIod xk1 th Vance and

ehlecty's findir, -neerning the decIiniag measuren academic ability

of those entering a increasingly bureaucratic school system; the

inference of a connection is suggested. Perhapb it is the more aca-

demically able teachers wishing to be created' as proresSibnais Oho are

repellol from teaching.. ConVergely, perh-ap8. it is the less academically

able who are willing to teach in a bureaucratic environment. While the

same result can be 0:plained by more orcupational alternatives being

available to the more aeadet that explanation also under-

scores the question of what . of person -e want teaching in our

schools.

It is generally asSUMed that the economy and society of the future

will require a more educated citizenry; certainly to succeed an indi-'

vidoal will have to be able to chink, writc, analyie, discuss and-ereatt.

To teach these highPr order skills probably requires teachers who them.:

selves have these skills. Yet these may be precisely the people who

are being repelled from rather than attracted to teaching. Those

inehers who are being attracted tJ i?,ftd who remain in teaching are

those who are.wre likely to feel comfortable in a bureaucratie-setting-.-=

In turn; they r more likely to teach according to the standard

curriculum, to folloW the bUreaucratic routine, to emphasize the basis

and to feel Comfortable preparing Students to racy ,tests.

We have yet t, of the ro1.6:Of 16,; when

combined With 60.0.-raCti YOrking conditions, conspires to make ce:tching

utittrotive to those with other options. By any relevant z04-ati8Oti

startin-g Median nnd to teachers! salaries are ro; Much of the coning

96
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general teacher Shortage can be solved by simply raising.salaries.some-

what. salaries alone is not likely to attract people who

want to practice as education profession. Thus, policymakerS need to

decide: do we want to staff the schools with bureaucratic functionaries

or with professional teachers?

To attract talented teachers will require a three-part strategy;

In the first place, given the likely slow p: of real salary inceases

fur teachers; talented young pew-le'Will need to -be induced become

teachers. Competitive,fellowships should be made available to those who

are interested in becoming teachers. These would need to be

financed by the federal government. If the federal government. were

interested in fostering the professional-conception Of teacher education

(described earlier), then it MiLT;ht permit their use only at universities

Which. required a bacheibr's in a liberal arts for admission to a master's

in education. The fellbvship would need only cover the period of

master's study;

The outcomes of the fellowship prOttdm would be several. A cohort .

of acedeMiCally talented people would be attracted to teaching. There

Would be national affirmation the importance--Of teaching. Teething'

would gain new respectability., OtherS who were not able to receive a

felloWShip but who were nonetheless able might still enter teaching;

With a view that talented'people.were becoming teachers, the efforts to

regulate the Pchools in the interest of improving them might

In tern; they would become more attractive to talented tenchitrs.

The fellow0ip program would be costly but not prohibitive. If

the imAstorl program were a two-year progtaiii, it til4i-tt cost $5,000 per
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participant. The number of Schools of education-graduates is estimated

to be 156,660 by 1987. A reasonable number of fellowships might be

5 percent of the graduating class or 7500. The cost would be

$187;500;000 for the SeCend ':ear and thereafter; Variations on the

number supported; the IeveL at which they are supported, and the

duration of the support could vary;

in the second place, we must reform the process of becoming a

teacher so that it is intelleCtUallV rigorous, prepares people to teach,

and screens out those who cannot; SeCtibns on Leacher education and

teacher certification ha-V-6 described possible changes;

In the third place; teaChW mist be reformed 80 that those who

are recruited and tizei are able will be willing to remain in teaching.

Most of the sections of this paper describe possible changes.

We have placed special emphasis in this section on attracting

especially talented people to be ELaCherS. This we think is necessary

to create support for the concept of a teaching professions But obvioUSly

not all teachers will be especially talented. We uonetheless believe

that the vast majority of teachers will perform better under a pro-

f-essi6nal rather than buteduttatic regime; For those who do not Measure

p; we describe in the nest section a rigorous teacher evaluation

system, to remove from teaching those who cannot.
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TE:',.CHER EVALUATION

The traditional approach to teacher evaluation -is based upect

bureaucratic model of organization. The principal or another burazCI-

cratic superior of the teacher directly inspects the work of the tLlichr.'''

(i.e.; observes the teacher engaged In the act Of teaChing). The

principal typically assesses the obs,-4Erved behavior against a list

criteria furnished by the central administration; The teacher then is

given an overall score by the prinCipal.

The traditional model _onuses disco: fort to both

teachers for the model assumes that teaching is planned; staple; and

predictable and principals and teachers know that it is net:

Some jobs are structured primarily through "rationalization."
That is; specific tasks are preplanned (by either managers or
the worliersthemselves) and then undertaken `s a matter of

routine enactment of standard operating procedures. . . .

In Other job settings; however; tasks are primarily
adaptiverequiring acconmiodaton to unexpected or unpre-
dictable elements within the work situation; In this case;
the task definitionS Cann-et b6 embodied in a preplanned pro-'

gram; Instead; the emphasis must be on responding to con-
ditions arising on the job., exercising proper judgment

regarding what is needed, and maintaining intellectual -and

technical flotibility;'''

Teachers have ambivalent feelings about having/their behavior

sampled once a year. One sentiment favors predictability. It is

important to knou when one is being evaluated; to know when the

evaluator is coming, to prepare for the evaluator. And to know that

the evaluator vill not sample one's behavior again: The benefit of

DoUglaSy. Nitchell and Charles T; Kerchneri "Labor Relations

and T::ach0:- POli07," in LOO S. Shulman and Gary S,,,kes eds.). Handbook

of 1.cz!chin,,4 YOrk: Lbhi;=ft, 19S3), p. 215.
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this predictability outweighs the risk that the students will not

perform properly on the designated daY. Another sentiment is that a

one-time sampling Of brie 'S behavior is not enough. It may not be a

"good day." The studentS eiai not perform properly Oft that day; More

frequent and, therefore, more representative san .lingi is to he pre=

fel-red. Presumably Mere frequent sampling means informal obstrvation--

the teacher does not know when the evaluator will COMe. The risk that

the elaSS Will he Operating in an improper way is offset by the fa-et

e saLlplig-bhavier at- t times.

Yet having the principal regularly And directly inspecting the

teacher's work creates a bureaucratic environment in which more and

more prominence is given to the specification of criteria and to their

ebSerVation. Under such a regime; teachers feel that they are less.

able
_

to make their own instructional decisions. And principals fihd.

that they are Stretched beyond the _Limits of their span of control and

Called upon to make judgments beyond their expertise.

An alternative to the:bureaucratic approach is-an approach which

involves master teachers in the evaluation of other teachers. By

"tatter teachers" we mean experienced teachers who have been selected

for such Spedial tasks as evaluating other teachers: (HOW they are

. _

selected is described in the section on Teacher RcLainment:) The role

Of the master teacher is to help enforce a professional standard of

teaching practice. The approach requires'the evaluator to judge the

appr=cTi_r_iaeness of teaching decisionS. It assumes that professional

teachers must have sufficient knowledge of subject matter and child

development necessary to take appropriate deciions for different

V'



students and clasSeS. It further assumes that indePendent observers

who hay e this knowledge can reach agrotit about when an appropriate

Or inappopriate teaching decision has been made.

The approach also requires consensus on what constitutes proper

standard of practice in a giV7En teaehin; The lack of consensus

plagues education and is the major obstacle to profesionalism. Com-

peting conceptions of teaching methods exist in all subject areas and

levels of educationindirect instruction vies With direct Instruction;

open classrooms with closed classrooms, individualized. instruction

with group instruction, and so on.

Rather than attempting to force a concensus on the proper-standard

of practice, it would be preferable to operate on a consensus of tdiat

is improper or inappropriate practice: Since there is not a consensus.

on the one best system of instruction, taster teachers can sanction

different standards Of practi Different methods are called for by

different circumstances .acid different teachers' personalities may lend

themselves to different methodS of instruction. The task of evaluation

is to ensure that malpracticeinappropriate educational process- -does

not occur. For the professional conception to work, teacher evaluation

must serve fairly circumscribed purposes. Done well, it is labor-

intensive and, therefore, expensive. Done widely, it would be not only

expensive but also organi:mtionally disruptive. It might work best:

(l) where efforts concentrated on ensuring that teachers new to the

system were Otbfesibria,lly competent and (2) where it was assumed after

that most teacherS remained professionally compcteht and (3) where

mechanisms existed to id6hEi:f..; LeaCheis whose performance became incomnetent.
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The career of the teacher is largely undifferentiated. The

ekketationsfor a first year teach'er are nearly identical to those fOr

m experienced teacher; In general first-year teachers are expected

to fUnction vitnout special assistance or supervision; The SaMe is

of course; true for experienced teachers. AS a teacher gains skill

and experience, generally he or she is not expected to do anything but

feach. classes. ;From the perspective of teacher considered.orofessionali

Iii or she i=s expected to be a fully qualified professional from the

; start. From the perspective of teacher considered as bureaucrat he or

she is expected to be interchangeable; To be sure; there are some

quality control and improvement MeehEiniSMS associated with the .teiehing

career. Tenure is not granted generally until the third year. Most

systems have some Loral of teacher evaluation ostensibly to help fihd

those Leachrs who cannot or are not teaching. Most systems regoirc

teachers to renew themselves by taking courses. And Many-systems have

___

staff development activities. These mechamisms provide some seMblance

of career. But teachers who want what is recognized as a career must

normally leave the classroom;

TeacherS who WiSh to extend their influence beyond their own

classrooms must do so largely as volunteers. They may become active

in teacher association or unionaffairs, They may on their own help

their colIeegueS. They May volunteer for school or system-wide committed

work. But most such endeavors do not receive formal school

recognition -or compensation;



vYet; een oe e y id Wit interet in

education, some, movement toward differentiated staffing could

.

corn u. By differentiated Staffing, we mean armal recogni.tion for a

role in w ich a classroom teacher performs functions snot associated

with Hr.; or her own classroom; _In a few-systep4s-qexperienced-tea-chers

have, following a se14:ction process been desigaTed as teacher leaders,

et-insulting teachers, Master teachers; etc. A selection prOten requires

applicants to apply and be screened by one or more deCisiOnMaking

authorities; Teahccrs particinate,iti; the selection.orocess. Through

self- selection and screening dotisionsi less than competent teachers

are likely to be screened out. Those selected are likely to be teacherS

who are well regarded by their colleagues and administrators but teaching

competence is likely to be ;Alt tone of the criteria on which differentiated

steff are selected. Presumably, they are selected for their social and

political as well as technical Thus, differentiated statf will

not necessarily be the most competent teachers. Indeed, many competent

teachers are likely to he uninterested in expending energy outside

classroom; Still, this embryonic differentiated staffing movement is

likely to satisfy career aspirations for some teachers. They-receive

additional responsibilities, external recognition and, in a growing

number of cases, additional compensation.

Perhaps more importantly though, the embryonic movement signals

a growing--concern that teaching has been overly bureaucratized. OVer

the last decade or two school system bureaucracies h-ave become more

elaborate. This development sii.ials the fact that more important

deCiSiens are to be ,rdc centrally and by administraterS and fewer by
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teachers. Teachers; then, Sae themselves less as professionals and - -

more as bureaucratic functionarieS. The movement, perhaps soon to

accelerate, i5 a return of some responsibility to tedehers. Teachers

Chosen for diferentiated will have their m:161.6:4 of influence

extended. Some experienced and compet nt teachers will choose not to

become membrS of a differentiated slaff;

career satiSfoxtion from teaChing. The conditions of classroom teaching

will, however, have to be such that they can practice their profession

in a manner that they judge best; (The fact that some qualified teachers

will choose not to take time away from their own classroom teaching to

become differentiated staff moans that no Opprobrium will be associated

with not being a member of the differentiated staff; Thus; "good" and

"bad" teachers will not be marked as they would be Under some merit

systems.)

The continuation of the bureaucratic approach to school irc,pteeMent

means a continual accretion of decisionnaking authority by school

personnel who are not teachers; Teachers who v rmally extend

their influence must cease to be teachers and become administratorS.

Those who remain teachers have less opportunityto teach the way they

judge to be best; Increased standardiation of. the curriculum or pre-

scriptiOn Of. teaching methods loom large as factors which would make

runny teachers leave teaching.

A professional approach to scleool improveMent in which teachers

are the dispensers and recipients of advice and decisions is an

.

alternative. Currently; new teachers are thrust into the classroom; by

.
their own accounts; unprepared to.teach. Differentiated staff fit
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various configurations could provide help Co and then' evaluate new

teachers. They could Similarly assist and evaluate more experienced

colleagues who , having difficUlty. They could participate in

curriOilOt design, staff development; etc. These are opportumttle---
_

for_icadership-to-be exertiSed by teachers who are able and willing

to do it.

Retention in oducAtion is not well understood. Teachers o(higher

measured academi'c ability have be(-4n found more likely to leave. Teachers

who want to be able to make their Own professional judgments say that

they will leave teaching if they are keverited from making those

judgments. A bureaucratic conception of teaching is; we-think, less

likely to retain good teachers in the classroom than is a professional

conception of teaching.



29

TtACHM 0`4-7, TESTING

In this s -154-iarl the beginnings of which are in the "Seduction

-

of Central Office Adr.inistratdrs;" we discuss how the büatie
approach leads to teaching-the-skills-to-he-tested.-ipproach whereas

the profes-i;ionalapproach allovis for teaehitili not Orils, skills but is

creativity and love of luarnin5;; etc;



r.
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:STA!;DAROS FOR TEACIIS 0, STA,MAnS STCDLTS.

The nuCIe6S Of this i;0.ttiOm is the i::::e&olLcid Of "13&)tind

Standardizz:tioll" in which 1.:e show the ttddeOff betu7eon control-1-4-n.,

teachers v chntrOiling teaching;
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/krill-tar Wise, Senior Social Scientist at the Rand
' E;orporalion, \`;',Iishingt-on, 1),.C., criticized the ten-

dency of courts aid legislatures to bureaucratize
schools his 1979 book, r.egiskqed-Learning.

k---.In this in tery wie Wise. a c isultant to the ASCD
task force that investiated. the Florida legisk.z-

...
,

ture's new graduation recuirements, arg'ues that..

public (.).r, -4111 using the wrong approach
sin

e- --1 dr ,4 -

tnetr efforts. to Improve eaucation;

. RON BRANDT

The Con inLII,1011 oii EXediCrIC-C:
higher graduation require-

ments., more stringent standards; more
homework. What csill.be.the restilfs if
those recommendations are foltiiwed?

Well: to _some ;legree Aineticait educa-
tion ha LecOrne rift.-so We roust have
higher solid:Jr-csintelligently applied. _
We have gone to° fir in 'allowing stu-'
dents tochome electives a we' have_
not eNpeeteCh as notch In', le way of
homewoik and Bard work as We
But when state policr (takers get into thc
act, there is a tendency for them to try to
ti3OSiAte their goals and -ispiGitions into
something more concrete by passing

For evimplc% in the middle and late
19705; n zany of the states adopted mini-
mum coinp-tency testing. As some of u;
predjeted, that led tci an overemphasis
on basic S14,1k and preparation for tests:
The failure at minimum competency
testing to improve education should
have tau flit legislators something but it
probably did not:

You've been opposed to iitiriiiiiurn
comp:Acne). testing from the begin-
-.
rung.
Its too simplistic: Its only 'effect could
have been to cause die state to become
more active determiner of ecluentiora,,
policy and practice than it should be.
You may recall- that inany of th'e states
salui'ulLy would start with tests iii basic
readnig and aiitliiiietie but that they
planned eventually to cos et- the canine
high seliOril program. In other words.-,
there siriirld lie a stateidetest for grad-
uation that would in effeer determine
time illft!i school curriculum. Fortnuate,-
ly, we haven t seen that haPPen: and
while muninurn competency testing re-
tnains on the bo,oks: people :nu paing

(X7oitc.it 1983

less and less attention to it; in part
because policyrnal:ers have reebginied
the limitations of that 'appititieli as We
face the obviously growing demand for a
more highly educated citizenry.

Is there a difference between minhnurn
competency testing mandated for 'a
WhOlestate and tests used at the triCal
level to check whether _students are
learning what they should?
Tests area necessary part ofgood school
management. What bothered me about

the minimum competency testing

moven ,nt is that if it were :. talier'i seri-

' cosh., it multi have led to the creation
of a state ?eve/ burcaucraiN that winild
not only have planned the tests. but
would slowly has e gotten into the Man:
agemcnt and design of the eiirricillum.

And even though testing is necessary,
I think standardized testing is overem-
phasized in this country.. Instead of
teaching children reading and history in
a way that will Help 1 en gun apprecia-

- tiori for those subjects, we teach them so

as to ensure that they will do well on thc
tests.

How did see get to he so dependent on
testing? .

.

It arises partly because we no longer
trust teachers to tell how well StUdellt

have learned. It used to be that teachers'
grades were accepted as an .accurate
statement of students' learning. ::;citoctis
can to WC to haveseport cards. of course,
buiNthev've also been developing ester-
nal mechanism; to Cheek on teachers,.
arq teachers recogiiik that,

Tests -arc part of a wide-ranging set of
forces_ that arc undermining die teach-
er's role and in:aking teaching less rittrac.
rive; which in torn causes lover talented
people 'to dictosc EC:10111W.; as a mem-
And that brings us full elide. Having
inlet vetted repeatedly..in the last decade
or two to try to impio\ c the quality of

109

education, policymakers_ rrsay have
nirtdti things worse; which si.-01-

result in even poorer teachers thin lye
have Tiow; That is the real crisis in

education:

Thit're .saying' that policvmakers have._
actually contributed to the crisis;
I believe_ that at time root of people's lack
of cnfiderice in education is their per-

.

o-
_

cephon of_ the qualily of pedple. staffmc,

our schools. /And the regulatory efforts
Of the last decade and a half that I

in 4.4=:islated Learning' were
attempts to control what was being done
in classrooms, even though in fact very,
little could be done. For the last decade
we have had pretty mach a static teach-
ing force. American education couldn't
be reformed i". Changing either the
nature of the people going into teaching
or- their preparation experiences, the
steps that were taken-_reulatibn, lcgis
lationmade the role of classroom:
teacher more bureaucratiy.And accord-
ing to research I ant conducting with
Linda _Darling,Ilarrimond; ray col,
leagrie here at the land Corporation,
teachers are unhappy about it, especial-

best qualified ones: Thoie:1 Yitti
more degrees and those with degrees in
the academic disciplines are the:616-st
likely to chafe tinder these Test-rich-66S_- some oso f!thetn may quit teaching and
it Will be +aril to find people of their
caliber to hike their place?
Complicating thc _situation is that in
three or four_years_ there wilt prObably be
a shortage of teachers; for demographic
reasons. And of course research shows
that over the last decade or so the\
average measured ability of people en-
tering teaching has been declining. So \
not Only will we probablY have-fru abso:

Ron. Brandt is EA-ecutive Edit& of Edu-
cational t.eadcrsliip.
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if the public has evidence that
a.;:adetnicalIV talented people ewe
becoming teachers., they Fill begin to
develop confidence in the schoolS fthd
may be willing to leave teachers
r.c.4-:_itively alone to practice their
professiOn:"

lute slortav: of teachers, but we almost by thotightitil petiple: but they did not
-certainly will li.ivc a shortage of people take a lot of time to try to understand the
whom the public would tepid ai highly full implications of What :hey V.V1C say-

.it

quzdr fwd. .'`..ow having high meastAcl ing .

academie ability does not ensure that i- so.r
\ 11 miat's an eurnpliti of sureessfid irse of

person will he a good teacher. but in the \poliy analysis in the public seetor?
public's mind, especi allt now: there is a

e

cir)se ;4.;:mci:iticn. Sn if they know that
Pc4icy analysts is only one ingredient in

aeadeinicafly inferior people_a re becOni-
poky making. Policyntal,ers ale chit (211

iiig v:Achcrs thcv ,611 not,. have coati- more \by a desire to c-aum credit for

deuce in the schools. .
having clone tor-tit:thing about a problem--

-C,,rwersely. it the public ii:k (.6: as by- ttify other rhotivation: I'm not

(knee that academically talented people
Siigesi-ing thiy are etcitinl or cnic:al.

(iv! becoming teachers, they will begin but that political careers 'veil bureau-

to develop confidence in the schools cratic earcers---are made by piopOsing

and may be willing to leave. teaelmets new thwg ;: 'I'm: ct credit let ran 111

relatively alone to praetiee their proles- people's lit 'th(ltu Your itt;t1itY to
solve a problem sheitly dfiWn the road.

sign That. it seertiS to itie, is the hey to
solving man,of the problems that beset

Nobody in_the political arena gets credit

American education.
for _saving he Ot_She is going to sok e a

- .
problem 10-Or.,:15 yearS from -now. It has
to be within time rtei:t three years. When,

Aro there some ways thatlegislatdiS and you re trying tO fraVe rapid impact, you
other poliontakers can do_ a better. job riraY liaYe a benefitial Lad, but yon
of foreseein^ the results of their actions? iiiiii. iiOt. Arid I'd have say that_ much
Well, there is an approach we use at the of litit has been tried_over-the-15-st 15
Rand Corporation called "policy analy- ..-qat.has._t-his§E.--d:----

sis.." Typically, you either lookback at--
policies enaeted_by-go,.-ertiffiet its and try .If legislation trying to foree higher stan-

to ttace-their cffccts:_or you try to predict .dards Wirti't -tirk, What is a more ap-

the_consequences of_policieS being coil= propriate strategy for polio }-makers?

Sift ed. These two classes of aetiitiet---- Most of the policies tried _in recent

re rospective and proSpectiie policy years, paineularly at the state level_ have

analysts arc rather close.I related. To cost very little or nothing. They were

analyze possible effects of policies cur- regulatory_ initiatives. The result was
rently under constderation, yuu try to what could have been expected: pay .-

2' apply lessons learned from the applica- little; get little. l'in afraid that w hat is

tion of other policies in the past. needed is going to cost Money. Teacher,-
Polievmakers haven't displayed a lot Salaries, for 6:atiMpic.. have been declin-

.of interest in policy analysis in recent itig in recent years in real terms. We

pears; indeed. there is almost a disdain have a long -ciy to go to make beginning

fit; -it. 1 he CoNmission on EsCel;erice, and riVetage splaties of teachers some-
for example'. did acct- betray any great What competitive with time alternatives

..untletstandinr, of the findings 61-e-duca- available to able people: .
_ ...,

tional iesearch;;Or o.f_ policy aivedvSis. Beside's that, I think that_franklY we
;le

Their repent seems to have been* written gear, to lu,ye to liter people into teach-
_ '-'4 . .

ing. College educationthese days is Very
expensive. so yotrcocild get y.oung Peer=
ple to think about teaching by of
financial assistance --scholarship, ., fel=

lowships. loanseither for teaching
.:encralls or for teaching iii Specified

he ids. ..

Paradmicallyi some thinks that need
to occur may not be all that expensive.
Iii some eases wc have evolved rather
elaborate bureaucracies in our school
systems that are costly and lend to de-
pm:essionalizc the work of classroom
teachers. If you have central iichitirdstra-
tors doing all the planning anti de vision
waking. you city.virgiode the iirle of time
classroom teacher. One of the WayS lb
make teaching mittge attractive' is to clCk;
gate some of the responsibilities that
hays gravita'=:Cd tipWard in time limeade- -..
lacy. That is, I think that teachers --:
while_ remaining classroom teachers
must be treed part of the tulle -to do;thc----
important YYOrk_Of- itidtiettna new teach:"

-ors alto the school system, of helping
evaluate their peers. "of planning the
curriculum, of providing inservice
workshops, and_52,on;

final comment on higher. standards?
The road from standards to standardized
testing to standardized teaching to stan-
dardized students is a short one. CT e
must keep from going. all the way down
tha road._ We have to find a way to
csta fish high standards arid expecta-
tion. and communicate than to the
people who need to know and itSC them.
withdiit the rigidities I've seen associated
with hitich cOncationai policymak-
ii-g.

!Arthur E. Wise, Legislated Learning:
The Burcaurrotizatiorz 01 the ;Arne:lain
chis-siiiiiiri ilhiLeley: University of Ctlifor-
nitt Presv. 1V79):


